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 University students need to develop critical reading comprehension skills to better 
comprehend and analyze texts related to their field of study, be able to exchange knowledge, 
participate actively in the academic community, and be competitive in the workforce. 
 Understanding specialized texts is essential for developing academic life skills in 
general as well as in a content based class which require students to be able to make 
inferences and understand the author’s purpose when writing. Therefore, the explicit teaching 
of these two critical reading strategies is necessary. Many studies have been conducted on the 
explicit teaching of reading comprehension strategies. However, any has been aimed at 
determining if their explicit teaching favors the development of students’ reading 
comprehension skills at the university level, EFL or more specifically at the health care field 
(English content based). 
 A mixed research on how the explicit teaching of critical reading strategies favors 
students’ development of reading skills has been undertaken through the application of  
interviews, surveys, test results, participant observations and think-alouds.  
 Results showed that after explicit instruction students performed better in their 
reading assessments (pre/posttests, and real course tests). Thus, they indicated that students 
become more skillful readers by connecting their previous knowledge with text information 
(making inferences), and by identifying key words that reveal the author’s perspective. 
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Chapter 1: Introduction 
This study intends to analyze how the explicit teaching of critical reading strategies 
helps Health Sciences students improve their reading comprehension skills in English. 
Research on this topic in Colombia has focused on explicit teaching of reading strategies at 
elementary and primary education level as it is mistakenly assumed that undergraduate 
students have already developed these strategies before entering the university (Erickson, 
Peters, & Strommer, 2006). Therefore, few studies have explored this topic at university 
level and there is no evidence of specific studies conducted in English programs addressed to 
medicine or dentistry students in our country. This research intends to close this gap by 
providing English teachers some insights on how the explicit teaching of reading strategies 
may contribute to the development of their students’ critical comprehension skills, which in 
turn will allow them to better understand the articles they need to read in their undergraduate 
programs. 
In terms of the explicit teaching of reading comprehension strategies, many studies 
have been conducted on the topic (Salataci & Akyel, 2002; Van Keer and Verhaeghe, 2005; 
Erickson, Peters, & Strommer, 2006; Gómez & Ávila, 2009; Hermida, 2009; Spörer, 
Brunstein & Kieschke, 2009; Roberts & Klamen, 2010; Plourde, 2011; McNamara, 2007; 
Vongkrachang & Chinwonno, 2015; Fernández de Morgado, Mayora & St Louis, 2016; 
Tavakoli & Koosha, 2016). Among the studies that investigated the possible effects of 
reading instruction on reading in the mother and foreign language learning processes, the 
work by Salataci and Akyel (2002) was found. Results of this research revealed that strategy 
instruction seemed to have a positive effect on the development of reading strategies in the 
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two languages. Likewise, the results indicated that using think-aloud protocols helped 
evaluate students' comprehension processes and identify strengths and weaknesses. In terms 
of the effect of different ways of explicit strategy instruction, Spörer, Brunstein & Kieschke 
(2009) investigated the level of reading comprehension attained by students after using 
strategies such as reciprocal teaching, pairs, and instructor-guided. The results indicated that 
the explicit instruction of various reading strategies helped students improve their reading 
comprehension. Results also showed that learners benefited the most from explicit reading 
instruction through reciprocal teaching tasks developed in small groups.  In terms of specific 
strategies instruction such as critical reading, a study conducted by Fernández de Morgado, 
Mayora and St Louis (2016) showed that the relationship between the development of critical 
reading and reading comprehension strategies of scientific technical texts is proportional. 
That is that the development of one influences the development of the other.  
Regarding the explicit teaching of strategies to improve students’ reading 
comprehension, a study by Gómez and Ávila (2009) showed that after the explicit teaching 
of strategies, students improved their use in class especially the following: question-answer 
relationship, reciprocal teaching, summarizing, clarifying and predicting. The authors 
assumed that this could mean that students’ performance in standardized tests would improve 
as the result of this type of instruction. This goes in line with Hermida’s work (2009) who 
confirmed that by designing and using different strategies, students reach a deeper approach 
to reading. This study showed that students were able to identify the author's thesis, the main 
ideas of the text and its purpose as well as explain, argue and construct meaning from 
academic texts. Similar to this, when working explicitly with self-explanation reading and 
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appropriate text selection, Roberts & Klamen (2010) found that the majority of the students 
benefited from the teaching of these two specific strategies. 
Also, a study on explicit reading instruction for undergraduates’ informational texts 
comprehension and engagement was developed by Vongkrachang and Chinwonno (2015) as 
an approach to the Concept-Oriented Reading Instruction (CORI) framework. Results 
showed that students’ reading comprehension of informational texts improved as well as their 
engagement in reading after having followed some instructional stages (observe and 
personalize, search and retrieve, comprehend and integrate, and communicate to others. 
Similarly, Tavakoli and Koosha (2016) investigated the effect of explicit metacognitive 
strategy instruction on reading comprehension and self-efficacy using the Cognitive 
Academic Language Learning Approach (CALLA) in the strategy instruction phase. Results 
revealed that the explicit metacognitive strategy seemed to have provided students with the 
ability of applying reading strategies to understand the texts.  
In the McNamara study (2004) on the explicit instruction of reading strategies, the 
effect of the Self- Explanation Reading Training (SERT) as well as the explanation of six 
reading strategies; comprehension, monitoring, paraphrasing, elaboration, logic or common 
sense, predictions and bridging to college students were examined. Results indicated that 
after having explained students these strategies and having encouraged them to read a text 
aloud to explain what it means, low-knowledge students who received training performed as 
well as high knowledge students. Additionally, it was found that self -explanation in 
combination with instruction help students to overcome their lack of knowledge.  
Van Keer and Verhaeghe (2005) also conducted a study on the effects of explicit 
reading strategies instruction. This evaluated the efficacy of this practice along with the use 
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of teacher-led whole-class activities (STRAT), reciprocal same-age (STRAT + SA) peer-
tutoring activities, or cross-age peer-tutoring activities (STRAT + CA). Results showed that 
students’ reading comprehension and self- efficacy perception improved significantly in 
comparison with a control group that did not receive explicit instruction.  
Similarly, Plourde (2011) conducted a study that aimed at researching whether the 
explicit instruction of reading comprehension strategies would make any differences between 
students' pre- and post-Northwest Evaluation Association (NWEA) reading test scores after 
having been taught the following reading strategies: questioning to clarify meaning, using 
background knowledge to make connections, making inferences and drawing conclusions, 
visualizing or creating mental images from what is being read, determining the most 
important ideas or themes,  synthesizing information, and using "fix-up" strategies such as 
skipping ahead, rereading, using a dictionary, and reading passage aloud. Results revealed a 
relevant increase in students’ posttest scores after having received the explicit reading 
strategy instruction. 
After the above revision of studies in the field, I consider that conducting a research 
on how the explicit teaching of reading strategies may contribute to the development of 
students’ critical comprehension skills, so they better understand the texts they need to read 
in their undergraduate programs. This research intends to do so by responding to the 
following research questions: 
Research Questions 
Main 
● How does the explicit teaching of critical reading strategies improve English learners’ 







 What do students know about Critical Reading?    
 What CR strategies do students demonstrate prior to the implementation? 
 To what extent did the teaching of explicit CR strategies taught during the 
implementation improve their reading comprehension? 
General Objective: 
  Analyze how the explicit teaching of critical reading strategies helps Health Sciences 
students improve their reading comprehension skills in English.  
Specific Objectives:  
 Describe the process of teaching explicitly two critical reading (CR) strategies. 
 Identify students’ perceptions about CR strategies before the implementation of the 
explicit teaching. 
In order to respond to the main question and sub-questions, the research study will 
take place in the third level of the English for the Health Sciences (EHS) program in a private 
university. The participants are 13 Colombian students; 7 women and 6 men whose ages 
range from eighteen to twenty-three years. They are expected to reach a B.1 level according 
to the CEFW by the end of the course. It is important to mention that these students are 
enrolled in different semesters in the Health Sciences School (2nd, 4th, and 10th) because 
they take a placement test at the beginning that places them in one of the five levels of the 
program taking into account the English level students have. 
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This paper is divided in eight chapters. The first one: INTRODUCTION intends to 
describe the context of the study: the institution, the learners, and it establishes the research 
questions that will help me address the research problem. Finally, this chapter offers a 
summary of the other chapters that are part of this study. The second chapter: 
THEORETICAL FRAMEWORK is aimed at defining key concepts that are needed to 
respond to the research question. It also presents a synthesis of similar studies conducted in 
the same research area, their respective interventions and results. Chapter three: 
METHODOLOGY presents the general approach used to conduct the research study, the 
data collection instruments and techniques used, and the reasons for choosing them. In 
addition, it provides a description of the context where this study takes place; the institution, 
students, and how the curriculum program is currently organized. Finally, it provides a 
description of ethical considerations that will be considered in order to maintain the 
participants´ privacy. Chapter four shows THE FINDINGS which refers to the analysis of the 
data collected in order to draw some inferences from the results, discusses the main reasons 
why I think the results occurred in the way they did. Chapter five: THE DISCUSSION, and 
chapter six: THE CONCLUSION, illustrate how this study has responded to the research 
question and objectives, the possible constraints that this study may have in a future research, 
and provide a reflection on the research process. Additionally, they establish the significance 




Chapter 2: Theoretical Framework 
This chapter is aimed at providing the conceptual framework of this study research. 
Therefore, it reviews key concepts involved in the study that should be the basis for the 
analysis of the data.  
Reading 
As the study relates to the development of reading skills through the explicit teaching 
of reading strategies, it is important to define what reading is. According to Sohail (2015), 
“reading is a complex and critical skill and involves a dynamic interaction between the 
reader’s contextual knowledge, the evidence gathered by means of the printed language, and 
the reading framework’’ (p. 115). Grabe (2009) complements the above definition by adding 
that “reading is a strategic process in that a number of the skills and processes are needed on 
the part of the reader to anticipate text information, select key information, organize and 
mentally summarize information, monitor comprehension, repair comprehension 
breakdowns, and match comprehension output to reader goals” (p.15). Additionally, Sheng 
(2000) argues that “the process of reading deals with language form, while comprehension, 
the end product, deals with language content’’ (p.14). Even though this last concept aims at 
providing a distinction between reading and comprehension, it is important to keep in mind 
that reading is an umbrella term that involves a series of complex processes whose ultimate 
goal is comprehension.  
Reading Comprehension 
According to Woolley (2011), reading comprehension is the process of understanding 
what is expressed in a text.  That is, the reader should go beyond words and sentences to 
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make meaning from what is written. To this respect, McNamara (2007) defines 
comprehension as the ability to go beyond the words, to understand the ideas in a text and the 
relationships that exist between those ideas (p.3). 
In the same line of thought, De Corte et al. (2001) argue that “reading comprehension 
depends on a wide variety of text-related and student-related factors’’ (p. 532).  In other 
words, the comprehension of a text relies on what the reader knows about the topic, his 
characteristics, and the text’s characteristics. In regard to the characteristics of the text, De 
Corte goes on to say that ‘“relevant text variables are, for example, the type of text and the 
amount of new information involved in it, the complexity of the micro and the 
macrostructure of the text’’ (p. 532).  
In the same way, Kendeou et al (2014) state that the essence of the reading 
comprehension process relies on the construction of a mental representation of the text. 
These authors argue that “this mental representation of the text includes textual information 
and associated background knowledge interconnected via semantic relations (e.g., causal, 
referential, and spatial relations)’’ (p. 10). They add that the cognitive processes of reading 
comprehension have two main categories: lower level processes and higher level processes. 
The former involves “translating the written code into meaningful language units’’ while the 
second one “involves combining these units into a meaningful and coherent mental 
representation’’ (p. 11).  
To this same respect, Sohail (2015) states that there are three models of reading in 
which the bottom- up and top-down processes are already included as well as the 
metacognitive. For this author, the first process (bottom-up) deals with “the printed form of a 
text’’, the second one (top-down) “enhances the role of background knowledge in addition to 
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what appears on the printed page’’, and the third one (metacognitive) “controls and 
manipulates the act of comprehending a text and emphasizes on the involvement of the 
reader’s thinking about what he is doing while reading’’ (p. 117).  
Levels of Reading Comprehension 
In order to teach students how to better comprehend what they read, it is necessary to 
help them develop a variety of levels of comprehension. According to Saadatnia, Ketabi and 
Tavakoli (2017), the theory of levels of reading comprehension suggests that there is a 
sequence of three reading comprehension skill levels; literal, inferential and evaluative that 
increase in difficulty and processing respectively. 
In regard to the literal comprehension level, Jude and Ajayi (2012) state that this level 
requires students to develop the ability of identifying the exact meaning of words at the 
sentence level, reading for information to understand the main idea of the text, and 
paraphrasing or summarizing what they comprehend from the passage. To this respect, Goff 
(2010) suggests that literal comprehension has the following components; context, facts and 
sequence. As for context, it is defined as the mental image formed by facts, facts are seen as 
the main information stated across in the text, and sequence is the progression of events in 
the text.  
With regard to inferential comprehension or reading between the lines, Vacca et al. 
(2009) argue that in this level readers are expected to manipulate information in the text to 
interpret and draw conclusions about the author’s purpose and point of view by synthesizing, 
generalizing, summarizing, and extrapolating as well as relating the main idea and details. In 
the same line of thought, Basaraba, Yovanoff, Alonzo and Tindal (2013) state that inferential 
comprehension requires students to not only have a literal comprehension of the text, but also 
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to be able to infer meanings, arguments and claims presented across the text by using their 
prior knowledge to enhance those interpretations.   
As for evaluative comprehension, Basaraba, Yovanoff, Alonzo and Tindal (2013) 
defined it as an “extension of the knowledge, skills, and strategies required of literal and 
inferential comprehension tasks” (p. 356). That is, this level of reading comprehension goes 
beyond recognizing words and understanding something that is not explicit in the text to 
analyze in depth the information that is presented in the passage. According to Vacca et al., 
(2009) when readers achieve the evaluative comprehension level, they make connections 
between what they read to what they previously know through a series of skills such as 
divergent thinking, critical analysis, synthesis and evaluation.  
Consequently, these levels of reading comprehension need to be cultivated in students 
so that they can develop a deeper understanding of what they read. This can be done by 
considering the advantages and disadvantages of the implicit and explicit teaching of reading 
strategies which are described in the section below.  
Implicit vs explicit teaching of reading 
Johnston (1985) stated that “the goal of comprehension instruction should be to 
improve readers' ability to comprehend" (p.635). In order to achieve this, there are different 
ways in which reading comprehension instruction can be implemented. In this part, I will be 
describing the explicit and implicit teaching of reading. 
Before mentioning the characteristics, and the implications of the implicit and explicit 
teaching of reading, it is essential to first define what implicit and explicit instruction mean. 
According to Jenkins (2012), "by explicit instruction, we mean teaching where the instructor 
clearly outlines what the learning goals are for students, and offers clear, unambiguous 
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explanations of the skills and information structures they are presenting’’ (p.1). Likewise, 
Archer and Hughes (2011) explain that “explicit instruction is characterized by a series of 
supports or scaffolds through which students are guided in the learning process with clear 
statements about the purpose and rationale for learning the new skill, clear explanations and 
demonstrations of the instructional target, and supported practice with feedback until 
independent mastery has been achieved” (p. 1).  
As for implicit instruction, Jenkins (2012) argues that it takes place when “the 
instructor does not outline such goals or makes such explanation overtly, but rather simply" 
(p.1). As Almasi (2003) states, it is an approach that equips and empowers learners to engage 
in reading on their own. Likewise, Rupley, Blair, & Nichols (2009) state that 
“directly/explicitly teaching reading means imparting new information to students through 
meaningful teacher–student interactions and teacher guidance of student learning” (p. 126). 
In terms of benefits, explicit teaching of reading, according to Kazemi, Hosseini & 
Kohandani (2013), can help learners become “expert readers and comprehenders of whole 
text” through monitoring their own comprehension. In addition, these authors state that “the 
development of reading comprehension for EFL students is highly dependent of learning 
what strategies are, how, when, and where to use particular strategies, as well as how to 
evaluate their use” (p. 2339). 
 In regard to the benefits of implicit teaching of reading, recent research has 
demonstrated that this type of instruction is not as beneficial as explicit instruction even if 
some researchers in favor of implicit learning argue that explicit teaching of second language 
learning strategies is not necessary as learners have the capability of using them consciously 
(Griffiths, 2004). On the contrary, “research consistently shows that one of the most 
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important purposes of instruction should be to raise learners’ awareness of strategies and then 
allow each to select appropriate strategies” (Anderson, 2005, p. 763). Likewise, Manchón 
(2008) states that “[and thus] effective strategy instruction should be part of instructed 
language learning” (p.225) 
In spite of all of the above, Gasparini (2004) claims that implicit learning 
compensates the predominance of explicit teaching frameworks as it promotes more effective 
learning environments only by using few educational mechanisms to help students 
manipulate their knowledge. In addition, this author suggests that it is better to lead students 
through an implicit exploratory phase before they actually get to reflect intentionally which 
makes part of the explicit deductive thinking mode. He also argues that implicit learning is a 
collaborative process since students work in learning communities that allow them to 
contribute and construct knowledge together.  
 In terms of disadvantages of explicit instruction, Gasparini (2004) argues that since 
explicit learning is related to deductive thinking which involves a small number of 
relationships, it may be replaced by rules so that students can assimilate them. That is, this 
type of instruction makes teachers oversimplify concepts so that learners can easily grasp 
them. This in turn, gives teachers the control of the lesson and does not allow students to 
interact actively. In other words, explicit teaching does not favor collaborative learning. 
As for the disadvantages of implicit instruction is concerned, Anderson (2005) states 
that when students are not taught learning strategies, those low- achieving language learners 
tend to use the same strategies over and over again which does not allow them to make 
meaningful progress in their tasks. To this respect, Rubin et al (2007) affirm that “unless 
learners select strategies in the service of some task, skill, and goal, they will not easily find 
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the most appropriate strategies and be successful.” (p. 142). It is important then to have a 
clear understanding of what reading strategies are. 
Reading Strategies 
As reading comprehension is a complex process, the use of reading strategies is 
necessary for students to understand the meaning of texts. According to Mcnamara (2007), “a 
reading comprehension strategy is a cognitive or behavioral action that is enacted under 
particular contextual conditions, with the goal of improving some aspect of comprehension” 
(p. 6).  That is, students use reading strategies consciously as techniques that help them to 
better understand a text. To this respect, Koda (2005) argues that reading strategies have 
three main characteristics: they are “deliberate, goal/problem-oriented, and reader-
initiated/controlled” (p. 205). As for the types of reading strategies, Grabe (2009) proposes 
the following twenty major ones (p. 218- 219)  
A. Empirically validated reading comprehension strategies 
1. Activating prior knowledge 
2. Answering questions and Elaborative Interrogations 
3. Constructing mental images 
4. Forming questions 




9. Text-structure awareness and story grammars 
10. Using graphic organizers 
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B. Indirectly supported reading strategies used in validated multiple-strategy instruction 
11. Clarifying 
12. Establishing goals for reading 
13. Inferencing (using context) 




18. Reading aloud (for modeling, for fluency) 
19. Synthesizing information 
20. Taking notes 
It is important to mention that the teaching of these strategies depends significantly 
on the effectiveness of the strategic reading instruction provided by the teacher. For this 
study, I will focus on two critical reading strategies; making inferences and author’s purpose 
as students need to learn to draw conclusions from the texts they read as well as interpret the 
author’s primary and secondary purpose. 
Critical Reading 
Critical reading is an essential skill that students need to develop in order to be 
competitive in the workforce. However, the teaching of this skill is usually overlooked in 
elementary and secondary education, not to mention in college education as it is assumed that 
by the time students enter the university, they should have already mastered the reading skill 
(Bosley, 2008, p. 286).  This situation might cause students to have reading comprehension 
issues as they may lack the skills necessary to understand well what they read or to analyze 
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critically whether the information given is true. To illustrate this, a study conducted by the 
American Institutes for Research, Bosley (2008) stated that “50 % of students at 4-years 
college lacked the skills to function at a proficient level of literacy” (p. 285). To this respect, 
Smith (2004) argues that students do not consider reading as a tool for intellectual 
stimulation. 
As college students are often exposed to reading large amounts of texts as part of 
their learning process, it is necessary to help them to develop this skill. This, in turn, will 
make them develop their critical thinking which according to Pirozzi (2003) means that 
learners need it to be able to discover motivations and evaluate arguments, to consider and 
judge not only different choices in regard to products, commercials, and advertisement, but 
also government policies. Critical thinking is a core component of university education 
across the Western world (Moore, 2013) and it is a skill that allows evaluating information 
and ideas in order to decide what to accept and believe (Kurland, 2000).  In reading, critical 
thinking and reading contribute to students learning to analyze objectively the texts by 
drawing their own conclusions, instead of believing in anything they read.  
According to McDonald (2004), critical reading is different to the “typical approaches 
to reading such as information processing or personal response” (p. 18). It is different 
because it includes the analysis and evaluation of texts while keeping a view towards the 
improvement of thought and one’s subsequent actions (Paul & Elder, 2008) as well as 
becoming effective readers. As Hall (2004) states, effective readers may be able to evaluate 
their own practices, working to develop their critical reading skills autonomously.  
As a result of the above mentioned, reading is a good way to activate students’ critical 
thinking. This may include the ability to create accurate interpretations, evaluate the author’s 
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point of view, recognize the problem being discussed, identify concepts in the text, as well as 
the assumptions underlying someone’s position (Haromi, 2014). 
In like manner, Garrigus (2002) points out two levels of critical reading proficiency 
(CRP); the basic, and the high-level critical reading skills. The former includes “finding the 
main ideas in paragraphs, identifying ideas patterns of organization, recognizing transitions 
that signal relationships among pattern elements and supporting details etc.” (p. 16) whereas, 
the second ones include “drawing inferences, distinguishing facts and opinions, synthesizing 
two or more sentences to formulate divided main ideas etc.” (p. 16). 
Making Inferences 
One of the most important high-level critical reading skills that university students are 
expected to develop is making inferences. As Nassaji (2004) states, this strategy is one of the 
core cognitive processes in reading comprehension. When making inferences, a reader uses 
different skills to draw conclusions about something that is not presented explicitly in the 
text. In order to make inferences, the reader has to judge, speculate and connect the 
information provided with his background knowledge. Therefore, O'Brien, Cook, & Lorch, 
(2015) conclude that “inference making is the process of integrating information within text 
and between the text and one's general knowledge of the topic” (p. 32). 
Background knowledge plays an important role in making inferences as it allows 
readers to make sense of the reading through their life’s experiences. To this respect, Kurland 
(2000) states that when the readers connect the hints given in the text with their experiences, 
it is unlikely that they misunderstand the intended message. Likewise, Mikulecky and Jeffries 
(2004) argue that not only readers are able to relate their cognitive skills to their background 
knowledge by making inferences, but also by applying other reading strategies. 
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In the same line of thought, Flemming (2002) describes inferences as "the conclusion 
a reader draws about what is unsaid based on what is actually said” (p. 205).  Similarly, 
Kispal (2008) argues that when readers go beyond what is written and what they can 
understand literally, then inferencing appears. Another important definition is given by 
Facione (2010), who states that when making inferences, a reader is able to determine the 
necessary elements to draw logical deductions and hypotheses, to recognize the important 
information and to understand the “principles, statements, evidences, opinions, descriptions, 
questions and other ways of representation” (p. 6). 
As making inferences is an essential skill that all students should develop, especially 
those at university level, it is important for them to know that this critical reading skill is, in 
turn, divided into several categories according to the existing literature on this topic. The first 
division is that between the logical and functional inferences (Lee, 2013).  According to this 
author, the first one refers to the types of inferences that are drawn from textual information, 
that is, from the relationships within the lines, whereas, the second one refers to those 
inferences that are drawn from having a conscious interplay with texts. Lee’s study also 
suggested that each subcategory is divided into some other inference types; bridging, casual 
bridging and elaborative (logical inferences), and explanation, predictions, and associations 
(functional inferences). 
Another important concept to study has to do with the interdependence between 
inferences and vocabulary. Calvo (2004) indicates that while reading, vocabulary background 
knowledge has a positive, direct, and specific impact on inferences. This author goes on to 
consider that the availability of this vocabulary knowledge allows the reader to search and 
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choose for words that are relevant in the context of the text, which, in turn, “represents an 
emerging inference even though not yet completed” (p. 63).   
It is not only important for students to know what to make an inference is, or the 
different types of inferences that exist, but also it is essential that they receive instruction on 
how to make them. Lee (2013) proposes five points to teach how to make inferences; first, 
students need to be told what the content is, that is, the reading strategy they will learn 
(making inferences). Second, the teacher explains to the students the task on hand trying to 
catch their attention. Third, the teacher models how to apply this strategy and to have 
students apply it too. To do so, Lee suggests demonstrating Think-alouds, which is a way to 
report whatever is in one's mind while reading, so that students can learn how to make 
meaning from texts.  Next, the teacher shows students the two categories for making 
inferences (logical & functional inferences), and finally, students monitor their own learning. 
Lee’s recommendations will be followed in this research study. 
Author’s Purpose 
The second critical reading strategy that I will work with is author’s purpose. As 
critical reading intends to have the reader recognize elements that are not explicitly found in 
a text, Kurland (2000) proposes that the learner may benefit from receiving explicit teaching 
of how to explore the purpose of the author in order to understand the tone and persuasive 
elements existing in the text and recognizing bias. This is supported by Elder & Paul (2007) 
who state that critical reading involves, among other strategies the ability to  
assess the author’s purpose, ...see significant implications of the advocated position, 
identify, understand, and evaluate the assumptions underlying someone’s position, ..., 
reasonably assess the credibility of an author, accurately grasp the point of view of 
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the author, empathetically reason within the point of view of the author …’’ (in 
Huijie, 2010, p. 47). 
 Recognizing the author’s purpose, according to Story and Sneddon (2008), helps 
learners understand the choices they “make as writers and the strategies they apply for 
particular and intended impact on the reader” (p. 40).  That is, students’ reading 
comprehension may benefit from interpreting what is behind the tenses, the kind of language 
features, and the storyline the author uses, as well as decipher the message that the author is 
trying to convey.  These authors also added that teaching author’s craft implies giving 
students the opportunity of developing strategies to understand the impact the writer has on 
them as a reader. They also argue that the teaching of this skill can be applied to any type of 
text, and students of any age. They propose some approaches to teaching author’s craft in 
middle school classrooms. The first approach includes the explicit teaching of this skill 
through a ‘Workshop model’ which guarantees an explicit mini lesson where the teacher 
shows how to deconstruct a text to analyze and comprehend the features and structures the 
author has used. Then, students examine a piece of text trying to follow this model and get 
together to share their findings. The second approach called ‘Whole class novels and texts’ 
aims at teaching students “how to identify, develop, and practice specific skills and 
strategies” (p. 41). The authors suggest using different strategies such as reading observation 
records, reading interviews, and students’ reflection on how they see themselves as readers, 
to be able to determine which book can fit their interests, and how to address and support 
their reading needs.   
The third approach is the ‘Independent reading and the Reading Riddick’ which is a 
model that students use to report in a friendlier way what they have understood from the text, 
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instead of using a book report. In this model students use Bloom’s taxonomy “from the base 
order thinking level of knowledge, comprehension and application to the higher order 
thinking levels of analysis, synthesis, and evaluation (p. 43).”  Another important 
characteristic of this model is “the categories of character development, setting and plot, text 
conflict, and author’s craft and style” (p. 43). According to the authors, this model gives 
students a framework for thinking development which allows them to be able to progress 
their thinking to higher levels. Then, it is essential the explicit teaching of Bloom’s taxonomy 
so that they can apply it to themselves as readers.  
As it was already mentioned, the success of learning the two critical reading 
comprehension strategies mentioned above is closely related to their explicit teaching. 
However, it is important to mention that student motivation plays an important role when it 
comes to learning. Therefore, the concept of motivation in regard to grades and students’ 
performance is described below. 
 Motivation  
Student motivation for learning is one of the main factor that influences their 
academic achievements either positively or negatively (Tucker et al., 2002). Motivation has 
been considered as one of the factors that influences the learning of a second language 
(Gardner & Lambert, 1972; Oxford, 1996). According to Dörnyei (2001a), motivation gives 
the strength to start learning an L2, and support the later learning process.  Academic 
motivation is reflected in student’s academic behaviors and is essential for their academic 
success (Moore, 2007b; Romer, 1993). 
However, motivation can be influenced by other factors involved in the teaching and 
learning situation. For example, grades and general point average can become a source of 
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motivation to succeed. This is supported by Evans (1976) who said that “student motivation 
can be influenced by grades” (p. 40). This may imply that students’ academic performance 
depends on whether the tasks or tests they usually engage on in their academic settings are 
gradable or not. To this respect, it is important to mention that normative evaluations are 
related to performance concerns (Butler 1987, 2006; Elliot, 1999; Elliot & Moller, 2003; 
Harter, 1978), and that students presuppose the acceptance of pre-task performance- oriented 
goals (Butler, 2006).  
As for the performance- oriented goals is concerned, these are divided in two kinds: 
performance-approach goals, and performance-avoidance goals (Elliot, 1999; Elliot & 
Church, 1997). The former has to do with trying to exceed others, whereas the second one 
refers to the aspiration to avoid performing more poorly than others (Darnon, Harackiewicz, 
Butera, Mugny, & Quiamzade, 2007). According to Elliot & Moller (2003), performance-
approach goals have been positively related to student’s performance, challenge construal 
and self-esteem. On the other hand, performance-avoidance goals have been related to 
anxiety, hopelessness and shame (Pekrun, Ellion, & Maier, 2006). 
These two performance-oriented goals are closely related to the relationship between 
grades and students’ performance. This can be observed when students face a graded 
evaluation compared to a non-graded evaluation. In this case, they may experience higher 
levels of performance-avoidance than performance approach goals (Pulfrey, Buchs, & 
Butera, 2011). This might suggest that students do not care about the grades they get in their 
tasks or tests when these are not graded. To this same respect, Harackiewicz, Manderlink, & 
Sansone (1992) state that when a grade is linked to performance, performance evaluation 
provokes motivational and emotional consequences in the students before engaging in a task. 
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In the same line, Elliot and Moller (2003) argue that it is “the normative evaluation structures 
























Chapter 3: Methodology 
         Educational research is a complex process which main aim is to help solve problems 
regarding education, which involves important considerations in order to be developed. 
Creswell, (2012) states that research is important for three reasons; it adds or contributes to 
enrich knowledge about certain issues, it helps improve the educators’ practice as they may 
establish connections with others by sharing ideas and experiences which may result in a 
better learning for kids, and it also contributes to keep “policy makers” informed on current 
educational problems, so that they can help overcome them by looking for solutions. It is 
important to mention that in educational research there are two major approaches to research; 
the qualitative and the quantitative one which are briefly described below. 
Qualitative Research 
Creswell (2003) states the following: 
a qualitative approach is one in which the inquirer often makes knowledge 
claims based primarily on constructivist perspectives (i.e., the multiple 
meanings of individual experiences, meanings socially and historically 
constructed. with an intent of developing a theory or pattern) or 
advocacy/participatory perspectives (i.e., political, issue-oriented, 
collaborative. or change oriented) or both.  (p. 18) 
That is, qualitative research is mainly focused on investigating issues that affect a 
particular person or group of people in order to help him /them improve or solve a particular 
situation.  
Another important definition of this type of research is given by Denzin and Lincoln 
(2005) who state that it is a situated activity that locates the observer in the world. That is, 
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these authors consider it as a set of interpretive, material practices that makes the world 
visible. Additionally, as these authors explain, 
These practices transform the world. They turn the world into a series of 
representations, including field notes, interviews, conversations, photographs, 
recordings, and memos to the self. At this level, qualitative research involves an 
interpretive, naturalistic approach to the world. This means that qualitative 
researchers study things in their natural settings, attempting to make sense of, or to 
interpret, phenomena in terms of the meanings people bring to them. (p. 3) 
Given these points, it is clear that the main characteristic of the qualitative research is 
its social nature and the impact that this inquiry has over the society.   
Quantitative Research  
According to Williams (2007), “quantitative research involves a numeric or statistical 
approach to research design” (p. 66). To this same respect, Creswell (2003) states that this 
research implicates the gathering of data in order to quantify the information by giving it a 
statistical treatment so that it can be supported or refuted. 
In quantitative research, the investigator identifies a research problem based on trends 
in the field or on the need to explain why something occurs. According to Creswell (2012), 
“describing a trend means that the research problem can be answered best by a study in 
which the researcher seeks to establish the overall tendency of responses from individuals 
and to note how this tendency varies among people” (p. 13). 
Qualitative vs Quantitative Research 
Qualitative and quantitative research approaches have some similarities and also 
some differences. They are similar in that both of them use the same data collection 
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approaches such as interviews, and observations.  As far as the differences are concerned, the 
quantitative research relies on statistics which are not used in the qualitative research as this 
one relies on words, and other type of codes like images.  
According to Dawson (2002), “qualitative research explores attitudes, behaviour and 
experiences through such methods as interviews or focus groups. It attempts to get an in-
depth opinion from participants’’ (p.14). Whereas, according to him; “quantitative research 
generates statistics through the use of large-scale survey research, using methods such as 
questionnaires or structured interviews” (p. 15). This is supported by Kothari (2004) who 
argues that “quantitative research is based on the measurement of quantity or amount. It is 
applicable to phenomena that can be expressed in terms of quantity. Qualitative research, on 
the other hand, is concerned with qualitative phenomena, i.e., phenomena relating to or 
involving quality or kind. For instance, when we are interested in investigating the reasons 
for human behaviour (i.e., why people think or do certain things)” (p. 3). 
It is important to keep in mind that neither approach is the best, they just have some 
differences that serve different purposes. Therefore, I consider conducting my research as a 
combination of both approaches or mixed methods would be useful. According to Creswell 
(2012), “mixed methods designs are procedures for collecting, analyzing, and mixing both 
quantitative and qualitative data in a single study or in a multiphase series of studies” (p.22).  
Research Designs 
The qualitative and quantitative approach have some distinguishing features that can 
be used ‘’to collect, analyze, and interpret data using quantitative and qualitative research’’ 
(Creswell 2012, p. 293). These features are known as research designs and the most common 
ones are:  
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● The Experimental Designs 
● The Correlational Designs 
● The Survey Designs 
● The Grounded Theory Designs 
● The Ethnographic Designs 
● The Narrative Research Designs 
● The Mixed Methods Designs 
● The Action Research Designs 
To conduct this study, a combination of the action research and ethnographic designs 
will be used. These two methodologies are described below.  
 Action Research Design 
Brown and Dowling (2001) defined action research as “a term which is applied to 
projects in which practitioners seek to effect transformations in their own practices” (p.152). 
Bryman and Bell (2011) also indicated that this is “an approach in which the action 
researcher and a client collaborate in the diagnosis of the problem and in the development of 
a solution based on the diagnosis” (p.414).  Dawson (2002) goes beyond these definitions by 
adding that, in action research the researcher works as a facilitator to help a group of people 
improve a situation in a specific setting. In sum, Tripp (2005) states that “action research is a 
form of action inquiry that employs recognised research techniques to inform the action 
taken to improve practice” (p. 4).  
I found myself identified with the action research methodology as I consider it allows 
me to understand what things need to be done in order to improve certain situations in my 
context through the implementation of some planned actions and evaluate the effect of these 
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actions. That is, this approach empowers me to implement actions intended to generate the 
necessary changes with the participation of all the members of my context in order to make it 
better. 
Ethnographic Design 
Creswell (2012) has defined “ethnographic designs are qualitative research 
procedures for describing, analyzing, and interpreting a culture-sharing group’s shared 
patterns of behavior, beliefs, and language that develop over time” (p. 462).  
There are different types of ethnographies. However, Creswell (2012) synthesizes 
them in three main categories:  the realist ethnography, the case study, and the critical 
ethnography. He also argues that these types of ethnography researches share the followings 
common characteristics: “cultural themes, a culture-sharing group, shared patterns of 
behavior, belief, and language, fieldwork, description, themes, and interpretation, context or 
setting, researcher reflexivity” (p. 468).  
This author also states that an ethnography can be conducted when the researcher has 
“a culture-sharing group to study—one that has been together for some time and has 
developed shared values, beliefs, and language’’ (p. 462). Accordingly, I also feel identified 
with this type of design as I know the program and the group to be studied, the values, and 
the methodology of the institution where it is going to be conducted.  
Furthermore, I have decided to use this design as it is a method that fits my context 
well. I can conduct this study by following all its steps effectively as all the conditions are 
given. Leedy & Ormrod (2001) state that the initial step in the ethnography process is to gain 
access to a site. Second, the researcher must establish rapport with the participants and build 
trust. Third, the researcher starts using the big net approach by intermingling with everyone 
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in order to identify the key informants in the culture (in William, 2007, p.68). To this respect, 
I can say that I already have access to the group to be studied as I work at the same 
university, since I know the program and some of them are my students the rapport and trust 
have been already established, and finally, the third step is to be developed through the two 
previous ones.  
Data Collection in Action Research and Ethnography Designs 
This section describes the data collection instruments used in action research and 
ethnography designs, which in turn, are to be used to conduct this study. Likewise, an 
explanation of the reasons for choosing them will be provided.  
In action research, the data collected is gathered from a variety of instruments for data 
such as questionnaires, diaries, interviews, case studies, observational data, experimental 
design, field notes, photography, audio and video recording, sociometry, rating scales, 
biographies and accounts, documents and records etc. (Cohen, Manion & Morrison, p. 309). 
Conversely, and according to Williams (2007), in Ethnography designs  
“the data is collected from participant observations and from interviewing several key 
informants. If the interviews are lengthy, the researcher gathers documentation by using 
audiotapes or videotapes media. The aspects included in ethnography are: the justification for 
the study, the description of the group and method of study, the evidence to support the 
researcher’s claims, and the findings to the research question. The report should provide 






Correlational Design  
According to Creswell (2012), “correlational designs are procedures in quantitative 
research in which investigators measure the degree of association (or relation) between two 
or more variables using the statistical procedure of correlational analysis. This degree of 
association, expressed as a number, indicates whether the two variables are related or 
whether one can predict another” (p. 21). 
This author goes on to say that you can conduct a correlational design when 
researchers want to “measure the degree of association (or relation) between two or more 
variables using the statistical procedure of correlational analysis. This degree of association, 
expressed as a number, indicates whether the two variables are related or whether one can 
predict another” (p. 338).  
The main two types of correlation designs are: explanation and prediction. 
Researchers use the former when they are interested in “the extent to which two variables (or 
more) co-vary, that is, where changes in one variable are reflected in changes in the other” 
(Creswell, 2012, p. 340). Whereas, researchers use the second one in order to “identify 
variables that will predict an outcome or criterion. In this form of research, the investigator 
identifies one or more predictor variable and a criterion (or outcome) variable” (Creswell, 
2012, p. 341).  
I have decided to use a correlation design in my research as it allows me to compare 
the results obtained from the pretest and posttest. Additionally, I will be able to compare 





Bearing in mind the information above, for this study, the data will be gathered 
through interviews, surveys, test results, participant observations and think-alouds in order to 
answer the main and secondary questions of this research shown below.  
 
Table 1. Research questions and Data Collection Instruments 
Main research question  Sub-questions Instruments 
How does the explicit 
teaching of critical reading 
strategies improve English 
learners’ reading 
comprehension? 
What do students know about 
Critical Reading?    
Survey 
What CR strategies do 
students demonstrate prior to 
the implementation? 
Observation and tests 
To what extent did the 
teaching of explicit CR 
strategies taught during the 
implementation improve their 
reading comprehension? 
Survey & tests results/ 
think-alouds 
 
The decision of using the data collection instruments above mentioned is also based 
on the analysis of the advantages and disadvantages of each instrument that are presented in 





Table 2. Data Collection Instruments’ Advantages & Disadvantages 
Data collection instruments Advantages Disadvantages 
Surveys ‘’Good for gathering 
descriptive data Can cover a 
wide range of topics Are 
relatively inexpensive to use 




‘’Self-report may lead to 
biased reporting Data may 
provide a general picture but 
lack depth May not provide 
adequate information on 
context’’ (Frechtling, 2002, 
p.57). 
Test results ‘’Provide objective information 
on what the test taker knows 
and can do Can be constructed 
to match a given curriculum or 
set of skills Can be scored in a 
straightforward manner Are 
accepted by the public as a 
credible indicator of learning’’ 
(Frechtling,2002,p. 65). 
‘’May be oversimplified and 
superficial May be very time 
consuming May be biased 
against some groups of test 
takers May be subject to 




Grade Analysis “It will minimize 
misclassification of students on 
“The false hope of total 
objectivity in grading; 2) The 
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the basis of marks. 2. It will 
eliminate unhealthy cut-throat 
competition among high 
achievers. 3. It will reduce 
societal pressure and will 
provide the learner with more 
flexibility. 4. It will lead to a 
focus on a better learning 




false hope of total agreement 
about grading; and 3) The 
false hope of a one-
dimensional student 
motivation for learning” 
(Bilal, & Gul, 2014). 
 
Think alouds ‘’The think aloud method 
avoids interpretation by the 
subject and only assumes a 
very simple verbalization 
process. 
The think aloud method treats 
the verbal protocols, that are 
accessible To anyone, as data 
thus creating an objective 
method’’ (Someren, Barnard, 
Think-aloud participants may 
not always report all of the 
strategies they employ 
(Salataci & Akyel, 2002). 
 
Think aloud can cause an 
extra cognitive load for 
participants, as they are 
already involved in a 
cognitive activity (Nielsen, 
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& Sandberg, 1994, p. 30).  Clemmensen, & Yssing, 
2002.) 
 
As stated above, for this study, I have decided to use a mixed approach, in which the 
methods to be implemented are: action research, ethnography and, correlation analysis. This 
will be completed through the application of instruments such as interviews, surveys, test 
results, participant observations and think-alouds. These data collection techniques allow me 
to gain a critical and objective perspective on how the educational process is being carried 
out in my context. I have also selected these instruments as they give me the opportunity to 
have a deeper insight on what both teachers and students perceive in regard to the teaching of 
reading comprehension. Furthermore, it is important to mention that the use of two 
quantitative data collection techniques are to be used; surveys and test results as they allow 
me to identify how much students know before and after having been taught explicitly the 
two critical reading strategies.  
Intervention 
The following section aims at describing the context in which the study was 
conducted, the procedures developed as well as the ethical considerations to bear in mind.  
Context description 
Universidad Del Norte is a private institution located in Barranquilla, Colombia. Its 
mission is the integral formation of the person at the level of higher education, and 
contribution, through its institutional presence in the community, to the harmonious 
development of the society and the country, especially in the Colombian Caribbean Region. 
Its vision states that the University will continue being one of the most important 
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universities in the country, Latin America and the Caribbean, due to its commitment to the 
excellence in the training of students, knowledge creation and high impact in the regional, 
and national development as well as the dialogue with the global society in the continuing 
search for a better future. 
As for participants, this research will focus on medicine students that are part of the 
level three English for health sciences (EHS) program and whose expected level by the end 
of the course should be B1. 1. It is important to mention that the EHS program includes both 
medicine and dentistry students, but there was not any dentistry student enrolled in this 
course this time. In the same way, it is worth mentioning that the emphasis of the EHS III 
program is mainly based on reading as students are taught different reading strategies to be 
able to read longer texts in English from their respective majors. Additionally, students are to 
develop a reading book club in which they have to read and account the book they prefer 
among a series of options given by the professor.  
As explained before, students will be taught explicitly two reading strategies; making 
inferences and author’s purpose through the implementation of two reading supplements (See 
appendixes 1 & 2) in the second and fourth weeks of classes during the intensive vacational 
course which lasts 80 hours, and that is completed in six weeks. It is also important to 
mention that before exposing students to the explicit instruction of these strategies, a survey 
and a test will be given to them the first week to determine how much they know about these 
two reading strategies.  
 The explicit teaching of the former strategy will include the following steps; first, 
students will be told what an inference is, and what making inferences mean. Second, I will 
model an activity to show them how to make inferences by using Think-alouds, which is a 
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way to report whatever is in one's mind while reading. To this respect, Ericsson & Simon 
(1993) stated that Think-alouds are an investigation method used to comprehend someone’s 
cognitive processes based on their verbal accounts of their thoughts.    
 In order to have students verbalize their thoughts, I will explain to them the 
procedure to make the Think-alouds, and some of the strategies readers can use to make 
inferences before, during and after reading. Finally, students will reflect on what they have 
learned through this process.  
As for the explicit teaching of the second strategy (author’s purpose), I will use the 
approach called Workshop model by Story & Sneddon (2008), which consists on providing 
an explicit mini-lesson where I will show students how to deconstruct a text to analyze and 
comprehend the features and structures the author has used. Then, I will have students 
practice by examining a piece of text trying to follow this model and get together to share 
their findings.  
After having completed each of the two processes abovementioned, a reading test will 
be applied to students to assess their learning process in regard to the two reading strategies. 
Ethical Considerations 
In order to guarantee that this study is conducted as ethically as possible, the students 
interviewed and observed for this study are made aware that their identities and answers 







Chapter Four: The Findings 
This chapter focuses on showing the results of the data collected in a Health Sciences 
English course. The aim of this study was to determine whether students’ reading 
comprehension skills improved after they were explicitly taught two critical reading 
comprehension strategies: making inferences and author’s purpose and perspective. This 
study also involved the grade analysis of two more tests during the intervention in order to 
corroborate students’ progress (see appendixes 5 & 6). Additionally, students took an 
entrance and an exit survey before and after the intervention to have a better insight on their 
perceptions about the critical comprehension reading strategies they used when reading a 
medical text in English (see appendixes 7 & 8). Furthermore, three think-aloud processes 
were recorded and analyzed to gain some understanding on how students made inferences 
after the explicit teaching of the two reading strategies (see appendixes 9,10 & 11). 
Pretest - Posttest Analysis 
As stated above, the study involved a pretest, posttest and two follow-up tests. The 
pre- and posttest were administered one week before and after the intervention. Follow-up 
tests were given in between pre- and posttest. That is, after each reading supplement was 
conducted. 
 In order to determine to what extent students’ critical reading comprehension skills 
were different before and after the pedagogical intervention, a comparison between the 
differences of mean measures from reading one and reading two pretest and posttest were 
analyzed.  Descriptive statistics of the reading comprehension pretest and posttest were 
summarized in table 2 and 3 through the use of the SPSS software. It is important to indicate 




Table 3. Comparison between measures of Reading 1 pretest and posttest  
  N Mean Standard Deviation 
Pre-test 9 2,00 1,118 
Post-test 9 2,11 1,054 
Asymptotic Significance (2 Sided) ,317 
 
       Table 3 depicts that the result obtained in the mean posttest score on the 
first reading comprehension test (M=2,11, SD=1.054) was almost the same 
as the result obtained on the mean pretest score on the first reading 
comprehension test (M=2,00 , SD= 1,118). The difference of the mean in 
both distributions is given by the statistical significance. As this is lower 
than the level of significance allowed (p <0.05), the existence of statistically 
significant differences between both tests is not confirmed, given the value 
of the real significance (,317). That is to say, according to the asymptotic 
significance there was no relevant improvement on the students’ critical 








Table 4. Comparison between measures of Reading 2 pretest and posttest 
  N Mean Standard deviation 
Pre-test 9 3,89 1,764 
Post-test 9 4,11 2,028 
Asymptotic Significance (2 Sided)           ,317  
    
Table 4 shows that the result obtained in the mean posttest score on the second 
reading comprehension test (M=4,11, SD=2,028) was very similar to the result obtained on 
the mean pretest score (M=3,89, SD=1,764). The asymptotic significance (,317) of reading 
two pretest and posttest stayed the same as it was in the asymptotic significance of reading 
one pretest and posttest (,317).  
According to these results, there was no significant change evidenced in the student’s 
critical reading comprehension skills. This may be explained by the fact that neither the 
pretest nor the posttest, as stated above, affected students’ grades during the course. It could 
be assumed that students may have not done their best effort in completing the tests because 
of that. This might mean that students did not consciously applied the two reading strategies 
taught during the intervention as they did not receive any grade for them. Similar to Pulfrey, 
Buchs, & Butera’s study (2011), three experiments that were conducted in professional 
schools revealed that when students expected to get a grade for a task, in comparison when 
they did not, demonstrated a higher adoption of performance-avoidance which means the 
aspiration to avoid performing more poorly than others instead of performance-approach that 
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is related to the aspiration to exceed others (Darnon, Harackiewicz, Butera,  Mugny, & 
Quiamzade, 2007). 
 Furthermore, it is important to mention that even though the students from this 
medical course are used to read extensive medical texts as part of their medicine program, the 
test conditions might not have been the most appropriate as the pretest and posttest were 
conducted on a Friday evening and Saturday afternoon class respectively which could have 
altered the results since students are exhausted after long class sessions.  Motivation plays an 
important role in these results. 
Grade Analysis 
The following tables (5 and 6) describe the grade analysis of the two reading tests 
administered during the intervention, more specifically after the explicit teaching of the two 
critical reading strategies. The passing grade established by the University is 3,0 and the 
maximum grade is 5,0. These results were analyzed by using a Box-and Whisker-plot 
(Tukey, 1970). A boxplot is a “useful exploratory data technique for representing data 
visually. Boxplots are useful because the plot depicts the important features of the 
distribution” (Balnaves, & Caputi, 2001, p. 115). According to these authors, the following 
distribution explains the values that a boxplot represents:  
1. the middle of the distribution (we refer to this value as the median); 
2. the smallest (minimum) and largest (maximum) value in the distribution; 
3. the number that represents the middle value between the median and the 
minimum value (we will refer to this value as the first quartile); and  
4. the number that represents the middle value of the scores between the median 
and the maximum value (we will refer to this value as the third quartile)   
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These authors go on to say that the lines outside the box that correspond to the 
minimum and maximum values are also known as whiskers (p. 116) 
 




Table 5 illustrates the grade analysis of the making inference reading test through a 
box and whiskers plot. This test was administered during the intervention and right after the 
first reading supplement was conducted. As can be seen, 30,77 % of the students scored 2,0 
which in turn, was the mean of the reading test score. 23,08 % of the learners scored 2,5 
while 15,38 % scored 3,5 ; 15,38 % scored 3,0;  7,69 % got 1,0 and the last 7,69 % scored 






Table 6. Grade Analysis Reading Test 2: Author’s purpose & Perspective 
 
Table 6 presents the grade analysis of the second reading test regarding the 
identification of the author’s purpose and perspective in a text. The results were also 
analyzed through a Box-and-Whiskers plot (Tukey, 1970) which suggests that students made 
a significant improvement on this second reading test as most of them scored 4,3 (M=4,3) 
and no one failed it. As shown in this table, 53,85 % of the students scored 4,3, 15,38 % 
obtained 4,7, 7,69 % scored 3,0, 7,69 % got 3,3, 7,69 % obtained 3,7 and the last 7,69 % 
scored 5,0. These results showed that grades increased progressively being the minimum 
score 3,0 and the maximum score 5,0.  
After having analyzed the results drawn from the pretest, posttest and the grade 
analysis of the two gradable reading tests conducted during the intervention, it can be 
concluded that even though most of the students did not perform well on the three first tests, 
there was a relevant improvement on the last one which could be explained because students 
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were aware that they needed to perform better as the grade obtained added an important 
percentage to their course grade. These findings suggest one more time that students’ 
motivation and performance improve when they face normative evaluation structures as they 
induce performance- approach goals (Elliot and Moller, 2003) which may suggest that after 
having been taught the two critical reading strategies explicitly, students improved their 
critical reading comprehension.   
The Surveys on Reading Comprehension Strategies 
To identify participants’ perceptions about their use of reading strategies and the role 
of explicit reading strategy instruction in their learning process, two surveys in Spanish were 
applied. The first survey was completed the second week of class before the pedagogical 
intervention and taken by 12 (out of 13) students within an average time of 6 minutes. It 
consisted of 11 closed-questions in which eight of them were multiple-choice and three were 
yes-no questions (see Appendix 7). The second survey was completed by 7 (out of 13) 
students after the pedagogical intervention. It consisted of one closed-question aimed at 
getting students’ perceptions about the effectiveness of the pedagogical intervention (see 
Appendix 8).  
Survey 1 
In this paragraph, results obtained from the first survey (see Appendix 7) are 
described. Findings from the survey are categorized taking into account recurring themes. 
The emerging categories resulting from the data are: (i) Metacognitive awareness. This refers 
to students’ level of comprehension of own learning processes (Mokhtari & Reichard, 2002). 
(ii) Reading process. This category relates to students’ knowledge about how they interact 
with the text (Walsh, 2006). (iii) Learning process. This is understood as the way students 
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prefer to learn reading and (iv) author’s purpose. This category relates to the capacity 
students have of identifying what the author intends with the text. “In understanding an 
author’s purpose and writing style, students can then transfer this understanding of how text 
works to their own writing” (Story & Sneddon, 2008). Responses referring to the different 
questions will be indicated by the letter Q and the number of the question. For example, Q1 
stands for question 1.  
In terms of metacognitive awareness, questions 1,2, 3 and 4 evidence that students are 
conscious about what is needed to complete their reading process. This can be inferred from 
their recognition of the importance of planning a reading task (Q1, 91,67%) that according to 
Pressley and Afflerbach (1995) may indicate that students are in the way to become skilled 
readers. Q2 and Q4 are closely related to Q1 in the sense that students express their 
understanding that using reading strategies facilitates their comprehension of texts in general 
and those of their field. Research supports the importance of a strong relationship between 
students’ metacognitive awareness of the reading process and their development of their 
reading competencies (Alderson, 1984, Carrell, 1991). When asked about what strategies that 
they use (Q3), students indicated that the strategy they use the most is deducing the meaning 
of unknown words according to the text (27,59%). This is followed by identifying main and 
secondary ideas and details; identifying the author’s purpose, inference in general, reading 
for a gist and omitting irrelevant information. Studies have demonstrated that good readers 
are more skillful at recognizing words (Snow, Burns & Griffin, 1998). To this same respect, 
Rupley, Blair, & Nichols (2009) stated that ‘’the ability to identify words is necessary for 
comprehension” (p. 131). 
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In relation to the reading process, results from Q9 shows that students understand 
what inferencing is as the majority (83%) selected the right definition from the different 
options offered in the questionnaire. This implies familiarization with the strategy as most of 
these students were exposed to it in the previous English course (EHS 2). Therefore, it can be 
seen that they could be skilled readers as they are able to apply their background knowledge. 
According to McNamara, O’Reilly, & de Vega (2007), skilled readers “activate a rich 
network of knowledge, even when they try to understand anomalous-unassociated sentences” 
(p. 242). Student comprehension of what inference is can be seen in Q10, as 50% of students 
said that they use keywords to answer specific questions from the text. This is coherent with 
the second two options they selected: keywords that indicate that the question response is 
about the main idea of the text; and their previous knowledge about the topic. This response 
may indicate that they feel they have to identify the most important words in a text to 
understand it (Auerbach & Paxton, 1997). As Garner & Alexander (1989) suggested, readers 
in developing stages rely mostly on one single criterion: “understanding of individual words” 
(p. 145). 
When surveyed about the learning process that strategy training requires, all students 
indicated that they want the teachers to explicitly instruct them on how to use strategies to 
facilitate their reading comprehension (Q5, 100%) so that after this instruction, they can 
decide by themselves what strategies work better for them as individuals (Q6, 66,6%). 
Auerbach & Paxton (1997) consider that a combination of direct and indirect reading strategy 
instruction is positive for improving reading skills in EFL learners. Krashen (2013) argued 
that the teaching of a strategy to get background knowledge in either the first or second 
language makes easier the comprehension of contents. 
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Likewise, Grabe & Stoller (2013), agreed on the importance of becoming proficient 
on academic reading skills as well as reading strategies to learn information in the content 
areas. In fact, students acknowledge that when they read a text in English, they can recognize 
when the author uses factual information (Q7, 33,33%). Successful readers are more efficient 
at monitoring their comprehension than unsuccessful readers since they are not only more 
aware of the strategies they use, but also, they use them in a more flexible and efficient way 
(Pressley, Brown, EL-Dinnary, &, Afflerbach;1995). 
About the purpose an author has when writing (Q8), 75% of the students said that 
authors can have different purposes (persuading, informing, entertaining, describing, 
evaluating). This may evidence that students are able to make inferences on topics they are 
not familiarized with because they tend to read scientific and factual texts.  
Survey 2 
After the intervention (week 6), a survey with one question was given to students in 
order to know their perceptions on the effectiveness of the pedagogical intervention 
implemented. Results show that 71,43% percent of the students agreed on the fact that the 
intervention was of much help and 28, 57% said that it was clear. Based on these results, it 
can be deducted that the reading comprehension strategies developed during the course 








The Think-Aloud of Reading Comprehension Strategies  
Think-aloud data were collected and transcribed (see Appendixes 9, 10 & 11) from 
three participants who read one different medical text each. The first and the second text 
made part of the first reading supplement designed to teach students explicitly how to make 
inferences (see Appendix 1). Whereas, the third one was taken from the second reading 
supplement designed to teach them explicitly how to identify the author’s purpose and point 
of view (see Appendix 2).  
Students were asked to read aloud the texts to verbalize what they were thinking 
when reading them. Three sample coded transcripts are attached in (Appendix 9, 10 & 11) 
with coded strategies, denotations explained, students and researcher’s comments. The 
coding scheme related to the strategies for making inferences and identifying author’s 
purpose and point of view are shown in table 5 and 6 respectively. 
In Appendix 9, the first student completing the reading think aloud instrument 
showed that the strategy that he used the most were: Strategy 1 (table 7) (Identify the purpose 
for reading the text): 
Student 1: Okay, I think that the writer of the text wants to make a resume of all pace 
of anesthesia (sic). Because he wants in this paragraph, he wants to talk about the 
steps that you use, for example if he writes you have four steps. For example, the first 
one is the light doze, the second one is when you, when your brain is going to   feel 
very very sleepy. Oh, the third is when you are unconsciousness and yes and all the 
thing that the anesthesia she wants to do is to … to your nervous central system is 
insensitive because your nervous system is that makes that you feel eh… awake. 
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Other strategies he used were strategy 8 (check on own understanding) as well as 
Strategy 5 & 11 that were used twice (Str. 5 Retell/summarize what you have understood; 
Str. 11. Reflect about your comprehension).  
Student 1. ...for example, and say something that for me is important that when you 
are an anesthesiologist you to suspend the life for hours, for example you can be 
death for a time, for a short time…. (Strategy 8) 
Other strategies used were 3, 6, 9, 10 (See Table 7). These results showed that the 
student made use of the strategies that he was taught indicating that explicit strategy 
instruction does help students cope with a reading task (Kazemy, Hosseini & Kohandany, 
2013). It also shows that the student has developed metacognitive awareness of what the 
reading task entails as he checks on own understanding and reflects in his own 
comprehension (McNamara, 2007). 
Table 7. The coding scheme: strategies for making inferencing. 
Code Strategies for making inferences 
1 Identify the purpose for reading the text. Before 
reading 
2 Recognize the type of text. 
3 Draw on your background knowledge while you read. 
4 Make predictions as you read. During 
reading 
5 Retell/summarize what you have understood  
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6 Ask yourself WH questions about the text (when, why, who, 
how etc.)  
7 Look for keywords. 
8 Check on your own understanding. 
9 Try to guess the meaning of unknown words. 
10 Try to understand what the local cohesive devices refer to 
(pronouns, connectives etc.) 
11 Reflect about your comprehension After 
reading 
ø No strategies used  
 
In the case of the second student, she mostly used strategy 8 (Check on your own 
understanding.) followed by strategies 5 and 7 (See table 7) that were used each twice and 
strategies 3 and 9 that were used once. In this case, and once more, the student relies her 
reading comprehension on metacognitive awareness. It is also interesting to notice that the 
student used two strategies related to understanding vocabulary (Str. 5 and 7). This may 
denote that the students have developed a variety of levels of comprehension (literal and 
inferential) (Jude & Ajayi, 2012). 
In relation to third student, she made most use of strategy 5 (Look for keywords, 7 
times) followed by strategy 11 (Reflect about your comprehension, 6 times). With less 
frequency, she used strategy 3 and 4 (twice), and strategies 8 and 1 (one time). It is necessary 
56 
 
to say that while the student was completing the think aloud, her reflection was done in 
Spanish (L1) different from the other two students who did in English. This means that this 
student, although relies more on literal comprehension levels, is moving towards more 
inferential and evaluative understanding. Using Spanish may be an indicator of her 
developmental level of reading comprehension. 
After having analyzed these three think-alouds, findings show that students do use the 
strategies that they were taught in class. They show a mixture of literal, inferential and 
evaluative levels of comprehension resulting from explicit instruction. This may indicate that 
the explicit teaching of strategies does contribute to students reading comprehension 
development (Kazemy, Hosseini & Kohandany, 2013). One aspect to highlight is related to 
students’ claim the unknown vocabulary and the complexity of some technical terms affected 














Chapter Five: Discussion 
The purpose of this chapter is to analyze the results above presented and attempt to 
interpret and draw some inferences from the data collected. As stated, this study intended to 
study how the explicit teaching of two critical reading skills helps students in a Health 
Sciences English program to improve their reading comprehension.  As studies in this topic 
at tertiary level are scarce in Colombia, the findings of this research will be significant for the 
Colombian EFL/ CBI/CLIL context. 
From the results obtained and at a first glance, there was no significant change 
evidenced in the student’s critical reading comprehension skills because the pretest nor the 
posttest affected students’ grades during the course and students may have not done their best 
effort in completing the tests because of that. This might mean that students did not 
consciously applied the two reading strategies taught during the intervention as they did not 
receive any grade for them.  In Pulfrey, Buchs, & Butera’s study (2011), three experiments 
that were conducted in professional schools revealed that when students expected to get a 
grade for a task, in comparison when they did not, demonstrated a higher adoption of 
performance-avoidance which means the aspiration to avoid performing more poorly than 
others instead of performance-approach that is related to the aspiration to exceed others 
(Darnon, Harackiewicz, Butera, Mugny, & Quiamzade, 2007).   
However, when students took the graded test, students showed that they were using 
the strategies taught effectively. This may imply that the explicit teaching of critical reading 
strategies did favor students’ reading skills development and that there is a motivational 
factor playing a key role in evidencing students’ improvement: the grade. When students 
were aware that the tests were not going to be graded, they did not perform as expected 
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because they did not have incentives to do so. When they had to take official tests, grades 
were higher showing clear evidence that students were able to use the strategies taught 
effectively. Besides, the grade analysis evidenced that students obtained higher grades after 
the intervention and when the exercises were evaluated. This is supported by Harackiewicz, 
Manderlink, & Sansone (1992) who considered that when a grade is linked to performance, 
performance evaluation provokes motivational and emotional consequences in the students 
before engaging in a task.  
A second finding is related to students’ development of a metacognitive awareness 
that was evident when they acknowledge the importance of planning the reading task, 
recognizing the importance of reading strategies to facilitate the comprehension of texts as 
well as monitoring their own level of reading comprehension. Successful readers are more 
efficient at monitoring their comprehension since they are not only more aware of the 
strategies they use, but also, they use them in a more flexible and efficient way.  
After the experience, participant students valued the explicit teaching of reading 
strategies as they consider this was essential to their reading comprehension development. As 
Anderson (2005) indicates “research consistently shows that one of the most important 
purposes of instruction should be to raise learners’ awareness of strategies and then allow 
each to select appropriate strategies” (p. 763). In general terms, they felt that had gained with 
the intervention and felt more confident for future reading experiences. They also were able 
to define some of the strategies such as in the case of inferencing and showed that they could 
identify the author´s purpose when writing a text and were aware of the intentions this person 
had. 
Third, it was interesting to see that students used a mixture of literal, inferential and 
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evaluative levels of comprehension resulting from explicit instruction. According to 
Saadatnia, Ketabi and Tavakoli (2017), there are three levels of reading comprehension 
(literal, inferential and evaluative). Data collected during the intervention, showed that 
students used a variety of strategies that addressed these different levels. From very literal 
strategies such as attempting to understand every word in the text to moving to a more 
inferential type of approach where they try to make meaning of the text by using their own 
previous knowledge and finally, evaluating their own level of success in comprehending the 
text, students deployed an interesting range of strategies. 
 This showed that students were at different levels of their development but were able 
to acquire the strategies and use them as needed showing flexibility that is one of the 
characteristics of skillful readers. This result may indicate that the explicit teaching of 
strategies does contribute to students reading comprehension development (Kazemy, 
Hosseini & Kohandany, 2013) and that moving from literal to inferential and more evaluative 
levels of reading comprehension has contributed to students progressing in their reading 
skills, However and in spite of the metacognitive awareness gained, students were not fully 
aware they had already moved across these different levels.   
In general, it can be concluded that the pedagogical intervention conducted in this 
study did have a significant impact on the students’ reading comprehension skills. This was 
observed through the effective use students made of the critical reading strategies taught, 
their awareness of the importance of strategies when facing a reading task, their use of 
previous knowledge to make sense of the text, and their capacity to monitor their own level 
of comprehension.  
There is also a positive perception of students towards they explicit teaching of 
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strategies as they are aware they need them and they facilitate their reading comprehension 
activities. They prefer that the teacher explicitly addresses these strategies in class as they 
can consciously use them when they consider necessary. After the intervention, students 
expressed that they felt the strategies taught helped them to comprehend medical texts better. 
Furthermore, it was interesting to see that students have different levels of reading 
comprehension but they all use strategies some more sophisticated than others.  
As indicated before, university students are expected to have already developed 
effective reading strategies to face their reading tasks. Studies like this are needed at tertiary 
level to help students develop their reading comprehension at a critical level. This will 
contribute to students become aware of their reading needs, as well as the progress they make 
while being explicitly taught and the realization of the achievements they have made when 
moving across the different levels of reading comprehension.  
Language programs, curriculum and material designers should be aware of this need 
and work towards professional development programs to help teachers become more aware 
of their students’ needs as well as how to best teach reading strategies. At curricular level, 
there should also be sessions of the courses devoted to this task in order to provide students 
with the necessary tools to improve their comprehension helping students to consciously 
move across the different levels of reading comprehension till they reach the critical level 







Chapter Six: Conclusions 
 Teaching explicit reading skills to university students seems to contribute to 
developing reading skills positively. Although studies in the field are scarce in Colombia, the 
present research looked at how this process was carried out in an English for the Health 
Sciences program. The research question attempted to respond if the explicit teaching of 
critical reading strategies could improve learners’ reading comprehension.  Data was 
collected during the process and relevant results were drawn from these. 
 This study has shown that teaching these strategies explicitly has helped students not 
only improve their comprehension but also become more conscious and flexible readers 
capable to select the appropriate skill, interact with their own knowledge and monitor their 
level of comprehension. It also showed that in order to evidence progress in the reading 
comprehension tasks, students require extrinsic motivation factors such as the grade that 
could be the differentiating element. It also showed that after the implementation, students 
were positive towards the explicit teaching of strategies and valued highly that the teacher 
prepared them in this area. They found that the reading strategies from the pedagogical 
intervention were useful for dealing with the texts they have to read in their medicine 
program. 
 Throughout the experience, it was seen that the teaching of explicit reading strategies 
promoted students’ metacognitive awareness on the steps they can follow to better 
comprehend medical texts and their capacity to make decisions about how best face this task. 
It was also clear that students were at different levels of reading comprehension and were 
able to use strategies that fit that level appropriately. Also, it was seen that students, after the 
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intervention, were able to move across these different levels. However, students were not 
fully conscious of this. 
One of the strategies most used by students was that of connecting their background 
knowledge with the information from the medical texts. This shows a more critical approach 
to reading as they try to use their own resources to facilitate the reading task. In relation to 
the strategies explicitly taught, students were able to identify the author’s purpose and 
perspective. This supports the premise that this is effective for students reading progress 
About the limitations of the study, the study was conducted in an intensive course and 
time always represented a challenge in the collection of data from the students.  Also, it could 
have been interested to have completed the experience with two different groups, an 
experimental group and a control group to compare results. Also, the lack of similar 
experiences affected the possibility of establishing comparisons with other contexts. 
These results of the research evidence the need to conduct more studies like this in 
Colombia not only in the mother tongue but also in the foreign language field. It is assumed 
that university students have already reached a certain level of reading comprehension in 
their native language and therefore this is transferred to the foreign language. However, 
reality shows that this is not true, and students require more education in the field, especially, 
in critical reading. It is hoped that this study contributes to the discussion about reading 
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What is an Inference?
1
  
● It’s the conclusion a reader makes about something that is not said 
explicitly in the text.   
What is inference making? 
● It is the process of integrating what you read (information in the text) and what you 
already know (background knowledge) about the topic.  
 
Making inferences from a passage 
2
 
● Inferences are not stated explicitly in the passage. Rather, inference questions require 
you to draw conclusions from the factual knowledge or evidence presented. In order 
to answer an inference question, you must understand the logic of the author’s 
statements and decide what is or is not reasonable. Inference questions are as much 
about critical thinking as they are about critical reading. 
 
● Most inference questions will include one of the following key words: imply, suggest, 
infer, assume, most likely, probably, seem, predict, indicate, conclude. 
 
                                               
1 http://examples.yourdictionary.com/examples-of-inference.html#IhdjxrV8md6xxGCC.9 
 





about to learn 
is… 
 







● One type of inference question will ask you to draw a conclusion that is supported by 
facts presented in the passage. Another type of inference question may ask you the 
meaning of a word or phrase that is included in the passage. Such questions are not 
meant to test your vocabulary. Rather, they are designed to test your ability to 



















There are several ways to make inferences, as you read 
different authors you might find different procedures. 
Now, you will look at some useful strategies for answering 
inference questions in a text.  




























Read the passage and make notes. Read the passage, 
making a note related to the substantive word or phrase 
you’ve identified in the question. 
Look for key words that identify the question as an 
inference question. When you see a question that contains 
one of the words listed above (imply, suggest, infer, 
assume, most likely, probably, gather, conclude etc.) 
remember that you are looking for an inference.  
 
 
Identify the most important substantive word(s) in the 
question. In addition to the key word(s), you will want to 
identify the word or phrase that will guide you toward the 
answer as you read the passage. 
 
Pay special attention to words such as but, yet, although, 
since, except moreover, unless, nonetheless, however in 
the passage. These words signal a shift, a qualification, 
something you should note. The ideas that follow these 
words are often the subject of inference questions. 
 
Learn to spot wrong answers. Wrong answers for inference 
questions often make a wild leap not supported by the 
details of the passage or contain a factual error, a 







What is to think aloud? 
● Think aloud means speaking freely, reporting whatever is in your mind while reading.  
What are the steps to think aloud? 
1. Instructions:  Your teacher is going to read an excerpt from a book and say aloud what 
she is thinking while reading it.  
2. Modeling: She is going to demonstrate you how to make inferences. That is, she might do 
the following:  guessing, predicting, inferring, clarifying, commenting, criticizing, 
questioning etc.  
3.Practice:  After listening to your teacher’s think aloud, you will try to do the same with a 
different text. Remember that you are working on making inferences, therefore, you should 
use the strategies she taught you in the think-aloud session.  










Let’s see how 
to make 
inferences! 
Before you listen to your teacher’s think aloud, keep in mind the 
following tips:  
Do not interrupt while she is talking. 
Try to notice the strategies she is using.  

















In the previous think- aloud session your teacher used some strategies 
that she considers you can benefit from when making inferences. 








































as you read. 
 
6 
As yourself Wh 
questions about the 
text (when, why, 




what you have 
understood 
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Try to understand 
what the local 
cohesive devices 
































It’s time for you 
to practice! 
Before we continue with the next step (practice), it is necessary to clarify 
your doubts. Ask your teacher the questions you annotated while she was 
thinking-aloud. 
Now, it is your turn to think aloud using two different texts. Try to remember 
everything you have learned through the think aloud session your teacher 




The Doctor Who Vanquishes Pain 
 
Adapted and modified from English Daily 
 http://www.englishdaily626.com/comprehension.php?136 
In an age of medical specialties, the anesthesiologist is a specialist in the use of drugs to 
prevent suffering. The pain of surgery is his first concern. as it has been for more than a 
hundred years. The anesthesiologist also brings swift relief to accident victims, treats 
ailments of the respiratory tract and eases the agony of incurable diseases. He draws on an 
extensive range of instruments and drugs: machines that temporarily substitute for body 
organs, gases that can induce a dreamy doze or deep unconsciousness, tranquillizers that 
banish fear, injections that block pain. So precise is the control afforded by these new tools 
and techniques that the anesthesiologist can, in effect, suspend life for hours at a time, 
making possible some of the most dramatic achievements of modern surgery, such as the 
repair of a damaged heart or the replacement of a diseased kidney. 
In 1842, an American physician named Crawford Long made medical history when he held 
an ether-soaked towel over a patient's face until he was unconscious. Then Dr Long removed 
a small neck tumor; the patient experienced no pain. It was the first successful use of surgical 
anesthesia. 
Today ether-obtained by distilling ethylene with sulphuric acid -- remains one of the most 
effective drugs for inducing the deep, relaxed sleep required for major surgery. But ether has 
an unpleasant, often nauseating odor; it irritates the respiratory system and it is dangerous 
to use because of its explosive nature. In one method of overcoming these drawbacks 
anesthesiologists use only very small amounts of ether, often mixed with another anesthetic, 
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as the finishing touch in a step-by-step procedure for inducing sleep. This technique, tailored 
to the individual, employs a series of drugs designed to achieve successively deeper 
anesthesia. 
In a typical procedure, a pleasant relaxation is induced by injections of scopolamine and 
morphine. Calm and relaxed, the patient is now ready for an intravenous injection of sodium 
pentothal that will bring on the first stage of anesthesia, a light doze, followed by the second 
stage, loss of consciousness and dulling of the brain's pain response. The third stage, 
complete unconsciousness, generally requires some drug as strong as ether. The 
anesthesiologist inserts a plastic tube into the trachea, or windpipe, so that a mixture of ether, 
nitrous oxide and oxygen can be fed directly into the lungs without irritating the breathing 
passage. Only when he is certain that the patient's central nervous system is completely 
insensitive to pain will the anesthesiologist give the quick nod that indicates the operation 
may begin. 
Once surgery has begun, the anesthesiologist becomes the watch-dog of the operating room, 
the man responsible for keeping the unconscious patient alive. Keeping an eye on the work of 
the surgeon, the anesthesiologist concentrates on changes in the patient's blood pressure, 
pulse and breathing. He checks to see that the anesthetic gas mixture contains 28 to 30 per 
cent oxygen, for even a brief drop-off may cause asphyxiation. He examines the patient's 
eyes for subtle changes that mean the anesthetic is wearing off or that it is sinking the patient 
into a dangerously deep sleep. 
After surgery is completed the anesthesiologist faces one of his most difficult tasks: he must 
restore his anesthetized patient to complete consciousness as smoothly and painlessly as 
possible. The best drug for this purpose is oxygen. Flooding into the lungs, oxygen forces the 
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anesthetic gases out of the patient's body and also eases the work of the heart and respiratory 
system as the patient awakens. 
 
Critical reading comprehension questions 
1. From the passage, we can gather that the use of anesthesia has existed 
 
a. for a hundred years. 
b. for more than a century. 
c. for less than a century. 
d. only since the beginning of this century. 





3. From the phrase ‘’ suspend life for hours at a time’’ in line 8, it can be assumed that 
during surgery 
a. The patient is alike someone who is actually dead.  
b. The patient dies as the anesthesiologist doesn’t use the correct technique.  
c. The patient stops his/her heart long enough so that surgeons can operate him/her. 




4. It can be inferred from the passage that what actually makes possible that surgeon 
performs the amazing feats of modern surgery is 
 
a. The use of machines which are substitutes for body organs. 
b. The use of drugs which block pain and tranquillizers which banish fear. 
c. The use of gases which induce a dreamy sleep or deep unconsciousness. 
d. The precise control exercised by the anesthesiologist by means of new instruments 
and techniques. 
 
5. It can be implied from paragraph 3 that the false statement about ‘’ether’’ is  
        
a. It has an unpleasant smell. 
b. It is explosive in nature. 
c. It is an effective drug for rendering a patient completely unconscious. 
d. It is used in large amounts to achieve anesthesia. 
 
6. The ‘’unpleasant often nauseating odor’’ mentioned in line 17, would likely be best  
described as one of the  
 
a. benefits of ether. 
b. disadvantages of ether. 
c. characteristics of ether. 




7. In line 26, the phrase ‘’dulling most of the brain’s pain response’’ implies that 
 
a. Brain’s pain is sharp.  
b. Brain’s pain arises slowly. 
c. Brain’s pain acute. 
d. Brain’s pain arises quickly.   
 
8. The expression ‘’watch-dog’’ in line 32 suggests that the anesthesiologist is 
 
a. The star of the surgery. 
b. The surgeon’s boss. 
c. The coach of the surgery.  
d. The custodian of the surgery. 
 
9. According to the passage, the statement that is false about the anesthesiologist’ s job 
is  
        
a. He prepares the patient for the operation. 
b. He sees to it that the patient is not asphyxiated during the operation. 
c. He monitors the patient's heartbeats and breathing. 





10. It can be inferred that a false statement about the passage is  
        
a. The anesthesiologist is a specialist in relieving the pain of surgery and sickness. 
b. Without the expertise of the anesthesiologist, the achievements of modern surgery would 
be impossible. 
c. Once of the most effective drugs used by the anesthesiologist in his job is ether. 
d. The anesthetic gas mixture contains mainly ether, with some nitrous oxide and oxygen. 
 
Excerpt from:  
An update on semantic dementia: genetics, imaging, and pathology 
 














Progressive and relatively circumscribed loss of semantic knowledge, referred to as semantic 
dementia (SD) which falls under the broader umbrella of frontotemporal dementia, was 
officially identified as a clinical syndrome less than 50 years ago. Here, we review recent 
neuroimaging, pathological, and genetic research in SD. From a neuroimaging perspective, 
SD is characterized by hallmark asymmetrical atrophy of the anterior temporal pole and 
anterior fusiform gyrus, which is usually left lateralized. Functional magnetic resonance 
imaging (fMRI) studies have revealed widespread changes in connectivity, implicating the 
anterior temporal regions in semantic deficits in SD. Task-related fMRI have also 
demonstrated the relative preservation of frontal and parietal regions alongside preserved 
memory performance. In addition, recent longitudinal studies have demonstrated that, with 
disease progression, atrophy encroaches into the contralateral temporal pole and medial 
prefrontal cortices, which reflects emerging changes in behavior and social cognition. 
Notably, unlike other frontotemporal dementia subtypes, recent research has demonstrated 
strong clinicopathological concordance in SD, with TDP43 type C as the most common 
pathological subtype. Moreover, an underlying genetic cause appears to be relatively rare in 
SD, with the majority of cases having a sporadic form of the disease. The relatively clear 
diagnosis, clinical course, and pathological homogeneity of SD make this syndrome a 
promising target for novel disease-modifying interventions. The development of 
neuroimaging markers of disease progression at the individual level is an important area of 









Semantic dementia (SD), a progressive neurodegenerative disorder affecting language, was 
empirically described only relatively recently. In the early 1970s, the conceptualization of 
memory into two distinct systems, an episodic system and a semantic system by Tulving [1], 
coincided with the report by Warrington [2] of three individuals who presented with visual 
object agnosia, a profound inability to recognize or identify objects. In light of this new 
memory system and additional assessment, Warrington recognized that the constellation of 
symptoms of these patients could be conceptualized as an underlying loss of semantic 
memory. Since this seminal paper, the syndrome, which is characterized by circumscribed 
but profound loss of semantic knowledge, has been referred to as SD [3, 4] and, more 
recently, as semantic-variant primary progressive aphasia (PPA) [5]. Less than 50 years 
later, our understanding of this striking clinical syndrome has advanced. In this review, we 
will consider how recent studies in imaging, genetics, and pathology over the last decade 
have informed our knowledge of SD. Contemporary consensus criteria for SD require 
individuals to first meet criteria for PPA; i.e. the most prominent clinical symptom to be in 
the domain of language, and evidence of subsequent impaired activities of daily living. 
Then, sub-classification as semantic variant is based on impaired confrontation naming and 
single-word comprehension, with supportive features including impaired object knowledge, 
surface dyslexia or dysgraphia, spared repetition, and spared speech production. In a series of 
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100 cases all of whom underwent longitudinal follow-up, the mean age at presentation was 
64.2 years but with a range of 40–79 years [6]. There was a 50% survival of 12.8 years 
indicating a slower progression than in other forms of frontotemporal dementia [6]. 
Studies of the prevalence and incidence of SD have been relatively limited; however, a recent 
epidemiology study estimated the prevalence of frontotemporal dementia at 10.8/100,000, 
with SD accounting for approximately one-third of these cases [7] in line with previous 
estimates [8]. Whether this prevalence is similar across countries, however, remains to be 
examined, as most existing epidemiological data hail from European studies. 
 
Clinical presentation and cognitive profile 
 Clinically, patients with SD show a speech profile that is relatively fluent but empty of 
content, producing a pattern of so-called logorrhea. Importantly, loss of semantic knowledge 
is observed irrespective of testing modality [9]. Impaired word comprehension is a 
mandatory feature and patients demonstrate word alienation in that they are able to repeat 
words such as “violin” or “caterpillar” but have no idea of their meaning. This deficit 
gradually progresses from low frequency and less familiar words, such as those mentioned, 
to more common words. Adlam et al. [10] demonstrated that SD patients are also impaired 
on nonverbal semantic matching tasks, tests of color knowledge, sound knowledge, and 
object-use knowledge, which do not require naming or verbal comprehension even from an 
early stage of the disease. Such findings have provided evidence that, in SD, 
symptomatology reflects a profound and progressive loss of conceptual knowledge which is 
not limited to performance on verbal tasks [11]. There is also accompanying surface 
dyslexia: patients are unable to correctly pronounce irregular words such as pint which they 
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read to rhyme with hint or flint. In contrast, recent studies have confirmed that episodic 
memory is relatively preserved in SD, particularly when tasks with minimal conceptual 
loading are employed [12, 13]. The intact performance on traditional non-conceptually 
loaded episodic memory tasks converges with the performance of SD patients on 
autobiographical memory tasks. Patients typically show relatively preserved recollection of 
recent autobiographical memory in the context of poorer remote autobiographical memory 
(known as the reverse temporal gradient or step-function), reflecting increased 
semanticisation of past events (e.g. [14–16]). This is in stark contrast to the compromised 
ability of SD patients to project forwards in time to imagine possible future events (e.g. [17]). 
These deficits in future-oriented thought are attributable to semantic processing impairments, 
and have led to the advancement of the semantic scaffolding hypothesis which proposes that 
semantic knowledge is required to impart structure and meaning during the process of future 
simulation [18]. 
 
Changes in behavior and social cognition are increasingly recognized in SD [19]. Clinically, 
SD patients often show mental rigidity and inflexible behavior. For example, patients may 
become obsessive in tasks they engage in (e.g. we have noticed patients spending hours 
completing jigsaw puzzles), food preferences (usually restricted to specific foods), or daily 
routines (e.g. clockwatching). In addition, SD patients may have increased apathy and 
changes in eating behavior, as well as loss of empathy, impaired emotion perception and 
emotional memories, and reduced theory of mind capacity [20–24]. Over time, many patients 
become essentially mute with only a limited repertoire of stereotypic phrases and a complete 
loss of word comprehension. Changes in emotional capacity as well as increased rigid 
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behaviors are associated with higher carer burden (e.g. [25]), and progressive behavioral 
changes and/or increasing disability leads to residential care in most cases [6] (Table 1). 
 
Critical reading comprehension questions 
1. In line 2, the phrase ‘’which falls under the broader umbrella of frontotemporal 
dementia’’, suggests that 
a.  There are only a few types of FD. 
B. SD is not related to FD. 
c. There are many types of FD. 
d. SD is the only type of FD.  
2. From the sentence in line 12 ‘’which reflects emerging changes in behavior and social 
cognition’’, it can be concluded that 
a. patients with SD have difficulties in behaving well as they don’t like socializing with other 
people.   
b. patients with SD have difficulties in explaining why they misbehave with other people. 
c. patients with SD behave well and understand people’s feelings.  
d. patients with SD are unable to behave well or recognize people’s faces and names.  
3. In lines 17-18, the phrase ‘’…make this syndrome a promising target for novel 
disease-modifying interventions’’ implies that   
a. less research on SD will be conducted as its diagnosis and clinical course are already 
known.  
b. more research on SD need to be conducted as very little is known from this condition.    
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c. patients with SD won’t be able to get new treatments as there isn’t enough knowledge on 
this condition.  
d. patients with this condition will be able to get more and better treatments thanks to the 
current knowledge on SD. 
 
4. It can be assumed that the word ‘’aphasia’’ in line 30, most likely means 
a. inability to understand and produce language. 
b. inability to swallow. 
c. inability to speak a foreign language.  
d. inability to understand a foreign language. 
 





6. From the sentence ‘’There was a 50% survival of 12.8 years indicating a slower 
progression than in other forms of frontotemporal dementia’’ in line 40-41, it can be 
inferred that 
a. Patients with SD live longer than patients with other type of FD.  
b. Patients with SD live the same as patients with other type of FD.  
c. Patients with SD live less than patients with other type of FD.  
d. Patients with SD die as soon as the FD is diagnosed.  
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7. From the clinical presentation and cognitive profile section, it can be implied that the 
episodic memory allows people to  
a. remember who they are, personal events, locations etc.  
b. remember facts, concepts, and knowledge about the external world.  
c. remember how something or someone look like with just a second of observation.  
d. remember skills and how to do things, such as tying a shoelace or riding a bike. 
  
8. According to the cognitive profile passage, patients with SD 
a. can remember the past, but the present. 
b. can remember the past, but think about the future. 
c. can’t remember the past nor think about the future. 
d. can’t remember anything. 
9. The phrase ‘’impaired emotion perception’’ suggests that patients  
a. are unable to understand people’s feelings. 
b. care about people’s feelings. 
c. like making new friends. 
d. are still able to socialize. 
10. The expression ‘’ high carer burden’’ most likely means that people who take care 
of patients 
a. get very stressed. 
b. are understanding. 
c. get very rich. 























This is the last part of the think aloud process. I would like you to think about all the steps 
you have followed through this reading supplement and answer the following questions: 
1. Do you consider that you really learned how to make inferences through the think 
aloud method and the strategies your teacher showed you? Why? / Why not?  
 
2. Would you consider using these strategies for future inferences that you need to 
make while reading medical texts? Why? Why not? 







READING SUPPLEMENT 2 
 
AUTHOR’S PURPOSE  
&  




















What is Author’s purpose? 
 It is the reason why he or she writes. Everything you read has a purpose. The primary 







 Additionally, the author’s purpose can also be to Describe.  
What is Author’s point of view?  
 It is how an author feels about the topic he or she is writing about.  
Why are they important?
3
 
When you recognize the author’s purpose you can:  
 Recognize author’s inclination and decide whether a source of information can be 
trusted.  
 Understand why an author says things in a specific way or includes some facts and 
not others.  
                                               
3





IDENTIFYING AUTHOR’S PURPOSE 
An author might write a text in order to persuade an audience, entertain, describe something, 
explain a process, define a term, refute a claim, analyze a text, or convey personal feelings.
4
 
It is also important to understand the author’s tone which refers to the author’s attitude 
toward a topic and audience. Authors transmit purpose and tone through their word choice 









IDENTIFYING AUTHOR’S POINT OF VIEW 
Author’s perspective is the way an author looks at a topic or the ideas being described. The 
author’s perspective includes the content of the text and the language used to present the 
data. Thoughtful readers are able to discern an author’s perspective, opinions, hypotheses, 
assumptions, and possible bias. Understanding the author’s perspective helps you read 
analytically in order to identify the validity of information contained in the text. Try to 
                                               
4 Adapted and modified from A STUDY GUIDE FOR AUTHOR’S PURPOSE & PERSPECTIVE, 2011-2012. 
 
If readers enjoyed what they read, one of the author’s purposes may have been 
to entertain. If readers learn while they are reading, one of the author’s 
purposes may have been to inform. If readers changed the way they thought 
about a topic or issue, one of the author’s purposes may have been to persuade. 
Authors may have more than one purpose for writing. Author’s purpose can be 
stated explicitly, or readers may have to infer the intent. 
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identify words and phrases that show an author’s strong feelings for or against a person, 
group, or issue. 





















Look for key words (author’s purpose, reason why, the 
passage can be best described as etc.) that identify the 
question as an author’s purpose question.  
Author’s purpose answer options often incorporate the 
following vocabulary words: Analyze, compare, 
contrast, critique, evaluate, examine, investigate, 
characterize, define, depict, describe, explain, identify, 
introduce, narrate, recount, summarize, acknowledge. 
Advocate, assert, promote, propose, support, condemn, 
criticize, oppose.  
Read the passage and make notes. Once you’ve identified 
the question as an author’s purpose question, read the 
passage, making note as you read.  
 
Consider the vocabulary of your answer options. Is the 
author really analyzing something, or is she describing 
it? Use your knowledge of key vocabulary words to 








1. Instructions:  Your teacher is going to read an article and say aloud what she is thinking 
while reading it.  
2. Modeling: She is going to demonstrate you how to understand the author’s purpose and 
point of view.  
3.Practice:  After listening to your teacher’s think aloud, you will try to do the same with a 
different text. Remember that you are working on understanding the author’s ´purpose and 
point of view, therefore, you should use the strategies she showed you in the think-aloud 
session.  












Let’s see how to 
get the author’s 
purpose and 
point of view 
Before you listen to your teacher’s think aloud, keep in mind the 
following tips:  
 Do not interrupt while she is talking. 
 Try to notice the strategies she taught you when making inferences 
in the reading supplement 1 (before, while & after reading).  









Trauma in the OR. From doctors’ bullying. 
 
Adapted and modified from medpageToday’s 
http://www.kevinmd.com/blog/2017/07/scared-clinical-trials-7-reasons-not.html 
ANONYMOUS | PHYSICIAN | JULY 1, 2017 
It’s Friday morning in any operating room, USA. Nurses and techs are scrambling to get 
everything in place before the surgeon arrives because if not, there will be hell to pay. The 
first patient arrives late, the second patient needs to use the bathroom, the third patient needs 
blankets before the IV is started … and here he comes … and we’re not ready. The fear is 
palpable. 
Down the street, in another operating room, a tech has called out sick. The nurse manager 
springs into action, adjusting staffing assignments and calling out to her team. “OK, you go 
scrub in OR 3, and you scrub with me in OR 2. As soon as we finish in OR 2, you can relieve 
the tech in OR 3, and then she can scrub into OR 1. If we do this right, there will be no 
delays. Quick, Quick!” 
And they do it right, and the doctor isn’t delayed. But he finds out the team is down one tech. 
So, he hunts down the nurse manager and waits for the surgeon to leave the OR where the 
manager is caring for a pediatric patient undergoing an airway procedure. Then, he bursts in 
during the critical moment when the patient is being extubated. He screams at this nurse so 
loudly and with such insults that she later states she cannot remember his words. “It was too 
traumatic, I guess.” 
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Bullying involves behavior that targets a person with the intent to intimidate and harass and 
can cause risk to the health and safety of the targeted person. In the world of health care, it 
can also cause risk to the health and safety of the patient, too. 
“I remember looking down at the patient, she was just 12-years-old, you know? And I looked 
at her to make sure she was OK. And I looked at the monitors, and her vitals looked good. 
And then I started to cry, which is very unusual for me. I don’t usually cry when the doctors 
yell at me, you know? I’m used to it. Doesn’t matter. But he got me that morning. And I 
cried. And the thing is, he wasn’t delayed at all. I knew if he was we would all be in trouble, 
but my plan worked and there was no delay. I just don’t understand.” 
This nurse and others like her suffer from so much constant bullying by physicians — they 
often don’t even know it’s not supposed to be like that. After all, leadership knows the abuse 
happens routinely. They fear surgeons, if reprimanded, will move their surgery cases to 
another health system and “everybody on the team will lose jobs.” She is told that she 
“should have communicated better with the physician.” And then, sadly, she is forced to 
apologize to the doctor that screamed at her. That’s followed up with several apologies to the 
surgeon by members of senior leadership. 
This nurse manager is strong. Most nurse managers are, especially those who work side-by-
side with surgeons every day. She says she stays for her team and the patients. She is doing 
good work for the community. Is there a health system out there that won’t tolerate bullying 
from physicians? They all have a zero-tolerance policy on paper, but that’s all it is, a token 
piece of paper. 
Bullying the surgical team reduces performance and decreases their desire to learn, grow and 
engage in their work. Bullying reduces morale and increases staff turnover. Eventually, the 
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most confident and accomplished team members resign, leaving behind the least competent 
workers — those willing, like battered spouses, to stick around. 
John B. Pinto describes three types of surgeon bullies: 
1. Episodic/improvable. In a moment of stress, the surgeon lashes out, uncharacteristically, 
at others. We are all prone to this to varying degrees, and in the mildest cases, the episodic 
bully rapidly pulls back from the brink, recognizes the pain and harm he has caused in others, 
and quickly apologizes. Over time he improves his behavior. The established surgeon who 
loses it once or twice a year is easy to forgive once an apology is made. 
2. Chronic/escalating. This kind of sociopathic, narcissistic surgeon bully gets worse over 
time. The newness of each professional relationship may keep the bully at ease at first. But 
over time, the boundaries come down and the bullying behavior escalates until the new 
member of the team feels the sting just as much as the veterans. The lack of serious 
consequences teaches this bully to continue the poor behavior freely. 
3. Secondhand bullying. Bullying is largely a learned behavior. Those who are part of a 
team led by a bully may start to become bullies themselves. After all, the motto goes: see 
one, do one, teach one. 
I have one more type to add: 
4. The accomplice bully. This is the team member who allows the bullying to occur 
repeatedly and, in the worst cases, attempts to make the bully’s target(s) believe the bullying 
is their fault. This bully retaliates on behalf of the chronic bully by warning targets they will 




The history of tolerance to intimidating and disruptive surgeon behavior allows bullying to 
go unchecked in health care. Previous generations have made great strides to educate about 
bullying. My generation has to do more than educate and write policies. We have to act, and 
we have to do it to protect future generations, workers and patients. 
Bullying in health care poses a critical problem for patient safety. The Institute for Safe 
Medication Practices found that almost half of health care personnel surveyed would rather 
keep silent than question a bully physician about a medication order. The Joint Commission 
cited the role of bullying in medical errors and warned of a decline in trust among hospital 
employees. 
What can be done to stop bullying by surgeons in operating rooms across the country? 
Report all incidents per your organization’s policy. Understand that this action takes strength 
and bravery. Know bullying is not the fault of the bully’s target. Realize your identity may be 
revealed, by accident or on purpose, after you report bullying event(s). Some will use your 
complaint to win the physician’s trust. “She lodged a complaint, but don’t worry; I’ll fix it 
for you.” This is classic accomplice bully behavior. If your organization doesn’t handle the 
event(s) appropriately, report it to their accrediting agency such as The Joint Commission 
and the Centers for Medicare and Medicaid Services. 
Know that there is truly strength and safety in numbers and unity — find health care leaders, 
surgeons, nurses, techs and anesthesia providers that you can trust. Band together against 
bullying by promoting dignity and respect. Bullies try to divide and conquer to force their 












1. What was the author’s primary purpose for writing this test? 
a. to entertain us with the story of Dan and Steve. 
b. to persuade us that genetic testing is best. 
c. to inform us about  how our genes can influence our lives. 
2. Why did the author start this text with a story? 
a. to tell the reader about her friends Steve and Dan. 
b. to get out attention. 





3. The writer’s move from the narrative about Dan and Steve to a more informative 




4. Why did Dan choose to live the life of a risk taker? 
a. He felt he was going to die soon. 
b. He enjoyed the thrill of danger. 
c. He didn’t want to get married.  
5. Steve did not get his genes tested for Huntington’s disease because he________. 
a. was already leading a happy life. 
b. didn’t care. 
c. knew he was going to die sometime.  
 
6. Steve and Jessica decided to test the genes of their unborn child because they 
_______. 
a. weere looking for a cure for Steve’s father. 
b. didn’t want their child to have Huntington’s disease. 
























A. Determine the writers’ secondary purposes from the sections of the texts you have read so 
far. Circle the correct answers. Then discuss your answers with the class.  
From ‘’the story of Dan and Steve’’ 
 
As you have learned, every written text has a primary purpose. At a university or 
college, that primary purpose is most often to inform or to persuade. However, 
writers may also have secondary (or rhetorical) purposes. Generally, to express a 
secondary purpose, writers use the following specific words, phrases, or strategies:  
-To introduce a new point: first, next. 
-To explain why something happens: because, as a result, therefore, in order to, for 
this reason. 
-To provide more information: in addition, also. 
-To provide an alternative explanation: or, on the other hand; use of parentheses. 
-To provide an example: for example, for instance, such as 
-To quantify a general statement: use of numbers. 
- To emphasize a point: it should be noted that, most of all, especially, in 
particular. 
- To contrast ideas: but, however, although, while, whereas, on the other hand. 





1. Why did the writer say that Dan tried hiking, backpacking, scuba diving, and 
skydiving? 
a. to give examples of Dan’s risky behavior.  
b. to show that Dan is very athletic.  
c. to suggest that Dan likes to travel the world.  
 
2. Why does the writer mention that Dan’s father’s handwriting has become 
uncontrollable and that it is difficult for him to sit for long periods without twitching?  
a. to show that Dan’s father is suffering from Huntington’s disease. 
b. to suggest that life is not that bad for people with Huntington’s disease. 
c. to create an image of the disease in the reader’s mind.  
3. Why did the author use the phrase ‘’on the other hand’’? 
a. to show that Steve’s other hand is fine. 
b. to contrast Dan and Steve. 
c. to explain why Steve didn’t get get his genes tested.  
From ‘’Principles oh Inheritance’’ 
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4. Why is the word protein in parentheses?  
a. to provide more explanation about the polypeptide.  
b. to provide an alternative word for polypeptide. c. to provide information that contradicts 
the polypeptide. 
 
5. Why does the writer use the word generally in the text? 
a. to show that there is no need to be specific. 
b. to provide more explanation about alleles. 
c. to show that this fact is true in the majority of cases.  
 
6. Why does the writer mention eye color in this section of the text? 
a. to give an example of how alleles work. 
b. to show that eye color is an important physical feature. 






7. The writer uses the phrase ‘’As a result’’ in order to ______ 
a. explain why traits associated with recessive genes are only seen in the homozygous 
condition.  
b. conclude the paragraph with a good   point about homozygous genes.  
c. provide more information about homozygous genes. 
 
 
8. Why does the writer use the phrase ‘’By convention’’ in the first sentence? 
a. to introduce the next point about dominant and recessive alleles. 
b. to explain that this method of designating dominant and recessive alleles is traditional. 









9. Why does the author start this paragraph with this first sentence? 
a. to emphasize that there must be a distinction between genes and appearance. 
b. to provide an alternative explanation for genotypes and phenotypes. 




Adapted and modified from Read Theory LLC, 2012. 
It is bad to have food stuck between your teeth for long periods of time. This is because food 
attracts germs, germs produce acid, and acid hurts your teeth and gums. Flossing helps to 
remove the food that gets stuck between your teeth. This explains why flossing helps to keep 
your mouth healthy, but some doctors say that flossing can be also good for your heart.  
It may seem strange that something you do for your teeth can have any effect on your heart. 
Doctors have come up with a few ideas about how flossing works to keep your heart healthy. 
One idea is that the germs that hurt your teeth can leave the mouth and travel into your blood. 
Germs that get into the blood can then attack your heart. Another idea is based on the fact 
that when there are too many germs in your mouth, the body tries to fight against these 
germs. For some reason, the way the body fights these mouth germs may end up weakening 
the heart over time.  
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Not every doctor agrees about these ideas. Some doctors think that the link between good 
flossing habits and good heart health is only a coincidence. A coincidence is the occurrence 
of two or more events at one time apparently by mere chance. The incidence of these events 
is completely random, as they do not admit of any reliable cause and effect relationship 
between them. For example, every time I wash my car, it rains. This does not mean that when 
I wash my car, I somehow change the weather. This is only a coincidence. Likewise, some 
doctors think that people who have bad flossing habits just happen to also have heart 
problems, and people who have good flossing habits just happen to have healthy hearts. 
The theory that flossing your teeth helps to keep your heart healthy might not be true. But 
every doctor agrees that flossing is a great way to keep your teeth healthy. So even if flossing 
does not help your heart, it is sure to help your teeth. This is enough of a reason for everyone 
to floss their teeth every day. 
1.The author’s purpose in writing this passage is to 
     a. inform the reader about the benefits flossing have in regard to the heart.  
     b. persuade the reader to floss her/hos teeth.  
     c. entertain the reader with a story about teeth.  
     d. inform the reader about the effects of not flossing his/her teeth.  
2. Flossing effectively helps to keep your mouth healthy by preventing  
a. germs from producing acid  
b. food from entering your body  
c. germs from entering into your blood  
 
 








3.  In paragraph 2, the author introduces ideas about how flossing works to keep your heart 






4. Based on information in paragraph 2, it can be understood that germs in the mouth may harm 
your heart by  
I. getting into the blood that flows to the heart  
II. forcing the body to fight against too many of them  
III. causing food to get stuck in the arteries  
 
a. l only 
b. I and II only 
      c. II and III only 
      d. I, II, and III
5. In paragraph 2, the author explains how having too many germs in your mouth can "end up 
weakening the heart." Using the passage as a guide, it can be understood that doctors are  
a. reluctant to hypothesize  
b. confident in their estimations  
c. extremely knowledgeable  







6.  In paragraph 3 the author writes, "Not every doctor agrees about these ideas." The author's 
purpose in writing this sentence is to  
a. provide an example  
b. introduce a new topic  
c. change a previous statement  
d. clarify an earlier assertion
  
7. What is the author’s point of view toward the interdependence between having good/bad 
flossing habits and healthy/ unhealthy heart? 
 a. they have nothing to do with each other. 
 b. they depend on each other. 
 c. they depend on the person’s general health. 
 d. they depend on the doctor’s point of view.  
 
8. Which of the following best states the main idea of the final paragraph?  
 
a. Because doctors do not agree that flossing will help your heart, it is useless to floss.  
b. It is a fact that flossing can help your heart as well as your teeth.  
c. Even if flossing is only good for your teeth, you should still do it every day.  
d. There is no good reason to believe that flossing will help your heart, but it is still a good idea to do it 









This is the last part of the think aloud process. I would like you to think about all the steps you have 
followed through this reading supplement and answer the following question: 
1. Do you consider that you really learned how to identify the author’s purpose and perspective 
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APPENDIX 5  
 GRADE ANALYSIS -READING TEST 1 (INFERENCE MAKING) 
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 APPENDIX 6 
GRADE ANALYSIS - READING TEST 2 (AUTHOR’S PURPOSE) 
 
























1. Cuando leo un texto en Inglés pienso en como procesar la información, es decir trazo 
acciones a seguir. 
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3. Si la respuesta anterior fue "siempre", "casi siempre" o "a veces" escoge las 
estrategias que utilices para comprender mejor los textos.   
 
 
4. Creo que aprender estrategias de comprensión de lectura crítica en el nivel de inglés, 
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5. Prefiero que mi profesora me enseñe explícitamente a usar estrategias para 
comprender mejor los textos en Inglés. 
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7. Cuando leo un texto en inglés puedo:  
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9. De las siguientes opciones, escoge la que defina lo que es una inferencia. 
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 APPENDIX 8 
EXIT SURVEY 
1. Consideras que la enseñanza explícita de las estrategias de comprensión lectora 
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APPENDIX 9 
FIRST SAMPLE OF A CODED THINK-ALOUD PROTOCOL WITH RUBRICS 
Think- Aloud Results 
Text 
The Doctor Who Vanquishes Pain 
 

















In an age of medical specialties, the 
anesthesiologist is a specialist in the 
use of drugs to prevent suffering.  





The pain of surgery is his first 
concern. 
 





As it has been for more than a 
hundred years. The anesthesiologist 
also brings swift relief to accident 
victims, treats ailments of the 
respiratory tract and eases the agony 
Ok... describes want to 
tell about the role or 
paper or function of 
the anesthesiologist 
and take to talk… to 
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talk about history in 




























5 & 8  
about what the 
text is going 
to be about 
and retold 
























He draws on an extensive range of 
instruments and drugs: machines that 
temporarily substitute for body 
organs, gases that can induce a 
dreamy doze or deep unconsciousness, 
tranquillizers that banish fear, 
injections that block pain. So precise 
is the control afforded by these new 
tools and techniques that the 
anesthesiologist can, in effect, 
suspend life for hours at a time, 
making possible some of the most 
dramatic achievements of modern 
surgery, such as the repair of a 
damaged heart or the replacement of a 
diseased kidney. 
 





Okay, in this, I think 
that this paragraph 
wants to tell all about 
the anesthesiologist, 
for example the... 
techniques that the 
anesthesiologist use to 
make sleep the patient 
for example and say 
something that for me 
is important that when 
you are an 
anesthesiologist you to 
suspend the life for 
hours, for example 





you can be death for a 



























In 1842, an American physician 
named Crawford Long made medical 
history when he held an ether-soaked 
towel over a patient's face until he was 
unconscious. Then Dr Long removed 
a small neck tumor; the patient 
experienced no pain. It was the first 
successful use of surgical anesthesia. 
 
This paragraph is for 
the history to talk 
about the first time 
when a person use an 
Anesthesia eh, the 
person was Crawford 
Long, he was a 
doctor… the first 
doctor.  
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Today ether-obtained by distilling 




 -- remains one of the most effective 
drugs for inducing the deep, relaxed 
sleep required for major surgery. But 
ether has an unpleasant, often 
nauseating odor; it irritates the 
respiratory system and it is dangerous 
to use because of its explosive nature.  
Okay, this ethelin with 
sulphuric acid I think 
that this paragraph is 
going to talk 
about...eh...about…um 
the drugs that you can 
use the names, the 
names  that the doctor 
used to make sleep the 
person.  
um this part, in 
another hand wants to 
talk about the I think 
the second effect or 
the effect that 
{anesthesia} can give 
you, for example in 
your nose can make an 
unpleasant odor, it can 
irritate your nose… 
this is most important 
thing in this part. 
; it irritates the 
respiratory system and 
it is dangerous to use 
 
 














































Ss makes a 
prediction 
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about what the 
upcoming 
paragraph is 












In one method of overcoming these 
drawbacks anesthesiologists use only 
very small amounts of ether, often 
mixed with another anesthetic, as the 
finishing touch in a step-by-step 
procedure for inducing sleep. This 
technique, tailored to the individual, 
employs a series of drugs designed to 
achieve successively deeper 
anesthesia. 
 
Okay, in this case the 
the writer want to talk 
about that if you use 
this drug you need to 
be cuidadoso (I don't 
remember) you need 
to take to put attention 
to what you are going 
to do because the drug 
can give you some 
symptoms that can be 
bad for your body,  for 
example in this part 
when the author say 
that often mixed with 
another anaesthesia, 
osea is going to talk 
about when you are 
going to use this drug 
the distilling etiling 
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and  sulfuric acid you 
must mix with another 
aneste because the 
drugs are very very 
bad if you don’t mix 
umm.. 
 
In a typical procedure, a pleasant 
relaxation is induced by injections of 







Okay, when I read ... 
one week ago 
scopolamine when 
you use in a good way 
is to sleep person but 
today the bad, the bad, 
si the bad people use it 
for make bad things 











was able to 
associate the 
information 
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Calm and relaxed, the patient is now 







sodium pentothal that will bring on 




followed by the second stage, loss of 
consciousness and dulling of the 





The third stage, complete 
unconsciousness, generally requires 
some drug as strong as ether.  
 
 
something you can use 
scopolamine when 





Okay, I read that the 
anesthesia drug you 
can use for different 
ways for example in 
this case is going to 
talk about intravenous 
injection but I know 
scopolamine is for 
example you can use 
in your know for sleep 
if you sell you can go 
sleep. 
 
I think that the first 
step of the anesthesia 
is the light doze, is 
that I understand, ok is 
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The anesthesiologist inserts a plastic 
tube into the trachea, or windpipe, so 
that a mixture of ether, nitrous oxide 
and oxygen can be fed directly into 
the lungs without irritating the 











Only when he is certain that the 
patient's central nervous system is 
completely insensitive to pain will the 
anesthesiologist give the quick nod 









loss of consciousness 
and dulling of the 
brain's pain response. 
I think he want to tell 
in this phrase that the 
anesthesic is going to 
sleep your brain, that I 
think that he wants to 
put your brain in… in 
slow eh … slow rate.  
 
 
I think that the third 
stage, complete 
unconsciousness, 




































































Once surgery has begun, the 
anesthesiologist becomes the watch-
dog of the operating room, the man 
responsible for keeping the 
unconscious patient alive. Keeping an 
eye on the work of the surgeon, 
the anesthesiologist concentrates on 
changes in the patient's blood 







For that I read that 
when you use 2 
different drugs 
(mumbling) like I am 
going to watch like 
distilling ethic and 
sulfuric acid that is 
when you can, can 
irritate your 
respiratory system, 
that is when you 
smell, but in this case 
that you put 
intravenous is more 
relaxing because the 
patient can’t feel when 
he is going to sleep.  it 
is easier for the patient 
because he can't feel 
anything and is very 
relax I think it is better 
to use the intravenous 
because it is more 
easier for the patient 

























































He checks to see that the anesthetic 
gas mixture contains 28 to 30 per cent 
oxygen, for even a brief drop-off may 
cause asphyxiation. He examines the 




the anesthetic is wearing off or that it 
is sinking the patient into a 






After surgery is completed the 
anesthesiologist faces one of his most 
difficult tasks: he must restore his 
anesthetized patient to complete 





Okay, I think that the 
writer of the text 
wants to make a 
resume of all pace of 
anesthesia. Because he 
wants in this 
paragraph, he wants to 
talk about the steps 
that you use, for 
example if he writes 
you have four steps. 
For example, the first 
one is the light doze, 
the second one is 
when you, when your 
brain is going to   feel 
very very sleepy. Oh, 
the third is when you 
are unconsciousness 
and yes and all the 
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painlessly as possible. The best drug 
for this purpose is oxygen. Flooding 
into the lungs, oxygen forces the 
anesthetic gases out of the patient's 
body and also eases the work of the 





anesthesi she wants to 
do is to … to your 
nervous central system 
is insensitive because 
your nervous system 
is that makes that you 















In this case the writer 















































 The student 
asked himself 
a question 
about the text. 
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watchdog Why? I 
think that he do that 
because the 
anesthesiology must 
be in the area that 
watching the patient 
all time because she 
need to watch the 
pressure, the pulse and 
breathing because 
when the pulse or the 
pressure of the 
breathing is down you 
could die and you 
don’t want this . You 
want to do the surgery 
in a good way and the 
patient awake and 
can’t die. 
I don’t know what is 
‘subtle’ I think that is 
the thing in the middle 
of the that is it can 
change depends your 














































tried to guess 
the meaning 
of an unknow 
word “subtle” 
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Okay, this paragraph 
is more about that the 
what things eh the 
anesthesiology must 
do in a surgery. Then 
first when he put the 
anesthesi, the second 
one is to watch to be 
in the surgery and try 
to watch the patient, 





Okay, this paragraph 
is the last paragraph 
and tells is like a 
conclusion, like a 






























Once again  
the students 
identified the 
purpose of the 
pragraph 
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Talks about that the 
best drug that is the 
drug you mix with 
oxygen eh talk about 
that the anesthesiology 
must be ‘pendiente’ of 
the respiratory system, 
the pressure and all all 
this function is make 







Think- Aloud Results 
Reading Comprehension 
questions 





1. From the passage, we can 






questions... from the 
passage, we can 
















a.       for a hundred years. 
b.      for more than a century. 
c.       for less than a century. 
d.      only since the beginning 











The letter ‘a’ for a 
hundred years. I 
remember when the 
first part eh… he said 
that…  
 
Can I go to the text 























































2. As used in line 3, ‘’swift’’ 











As used in line 3, 




Can I answer the last 
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was trying to 
get the right 
answer by 
reflecting 















3. From the phrase ‘’ suspend 
life for hours at a time’’ in line 8, 
it can be assumed that during 
surgery 
 
a. The patient is alike someone 
who is actually dead. 
b. The patient dies as the 
anesthesiologist doesn’t use the 
correct technique. 
c. The patient stops his/her heart 
long enough so that surgeons can 
operate him/her. 









I think is letter ‘d’ 
because in all the case 
is true for example if 
you can use the 
anesthesiology you 
can kill the patient, in 
letter ‘a’ the patient is 
alike someone who is 
actually dead. Okay I 
think the patient when 
you put the anesthesi 
in the body of the 
patient is like if he 
was or he is dead and 
letter ‘c’ the patient 
stops his/her heart 
long enough so that 
surgeons can operate 











Okay, I think that that 
is true. So, the answer 





















































4. It can be inferred from the 
passage that what actually 
makes possible that surgeon 
performs the amazing feats of 
modern surgery is 
 
a.       The use of machines 
which are substitutes for 
body organs. 
b.      The use of drugs which 
block pain and 
tranquilizers which banish 
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fear. 
c.       The use of gases which 
induce a dreamy sleep or 
deep unconsciousness. 
d.     The precise control 
exercised by the 
anesthesiologist by means 






















































what he had 
understood. 
5. It can be implied from 
paragraph 3 that the false 
statement about ‘’ether’’ is 
                            
a.       It has an unpleasant 
smell. 
b.      It is explosive in nature. 
c.       It is an effective drug for 
rendering a patient 
completely unconscious. 
d.      It is used in large 




Okay in the five 
question is a false 
statement. It has an 
unpleasant smell, is 
really. It is explosive 
in nature, is really.  It 
is an effective drug for 
rendering a patient 
completely 
unconscious. It is used 
in large amounts to 
achieve anesthesia. I 
think that is letter ‘c’ 
in five. 
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6. The ‘’unpleasant often 
nauseating odor’’ mentioned in 
line 17, would likely be best 
described as one of the 
 
a. benefits of ether. 
b. disadvantages of ether. 
c. characteristics of ether. 
d. advantages of ether.  
 
 
The six is letter ‘b’ 
disadvantage that is 
bad things that you 






























































7. In line 26, the phrase ‘’dulling 
most of the brain’s pain 
response’’ implies that 
 
a. Brain’s pain is sharp. 
b. Brain’s pain arises slowly. 
c. Brain’s pain acute. 




I think it’s ‘b’ or ‘d’ 
because brain’s pain 
arise slowly or arise 
quickly… I think that 


























































8. The expression ‘’watch-dog’’ 
in line 32 suggests that the 
anesthesiologist is 
 
a. The star of the surgery. 
b. The surgeon’s boss. 
c. The coach of the surgery. 


















Letter ‘d’ the 
custodian of the 
surgery. The star of 
the surgery, no! 
Depends because if 
you are going to make 
a surgery I think that 
is the boss, I think that 
it’s the surgeon, but I 
think that watch-dog is 
like the custodian of 
the surgery all the 
surgery that the 
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9. According to the passage, the 
statement that is false about the 
anesthesiologist's job is 
                            
a. He prepares the patient for the 
operation. yes! 
b. He sees to it that the patient is 
not asphyxiated during the 
operation. 
c. He monitors the patient's 
heartbeats and breathing. 
d. His duties are over when the 




He seems that the 
patient is false… 
(mumbling), the 
monitors, yes! I think 
that is ‘d’. 
His duties are over 
when the operation is 
completed. No! 
because he needs to 
{monitoreit} the 
patient to after the 
operation. 
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tried to guess 
the meaning 
of the word 
“swift”. 
 
10. It can be inferred that a false 
statement about the passage is 
                            
a. The anesthesiologist is a 
specialist in relieving the pain of 
surgery and sickness. 
b. Without the expertise of the 
anesthesiologist, the achievements 
of modern surgery would be 
impossible. 
c. One of the most effective drugs 
used by the anesthesiologist in his 
job is ether. 
d. The anesthetic gas mixture 
contains mainly ether, with some 
nitrous oxide and oxygen. 
 
 
I think for is I do a 
wrong answer I think 
that ‘a’ is true but is I 
think (mumbling) ‘c’ 
is true, ‘d’ is true if I 
umm, I think that is 







And the last one, is 
ten, letter ten is ‘d’. 
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 Nine, I put ‘d’, eh and 
the two. Ten ‘b’, 
excuse…  
 
and two is swift most 
likely means …. 
 
I think that it’s 
expected letter ‘b’, 
delay no, fast, no… 
swift bring relief… I 
don’t know… No, I 
think it’s ‘b’ fast relief 
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APPENDIX 10 
SECOND SAMPLE OF A CODED THINK-ALOUD PROTOCOL WITH RUBRICS 
Think- Aloud Results 
Text 
Excerpt from:  
 
An update on semantic 
dementia: genetics, imaging, 
and pathology 
 
Adapted and modified from: 
Landin-Romero et al. 






(utterances are in 
Spanish as student 
translated the text 









Progressive and relatively 
circumscribed loss of semantic 
knowledge, referred to as 




 which falls under the broader 
 
 
La pérdida progresiva 
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umbrella of frontotemporal 
dementia, was officially 
identified as a clinical syndrome 











Here, we review recent 
neuroimaging, pathological, and 
genetic research in SD. From a 
neuroimaging perspective, SD is 
characterized by hallmark 
asymmetrical atrophy of the 
anterior temporal pole and 
anterior fusiform gyrus, which is 
usually left lateralized. 
entendí es que era una 
demencia que 
implicaba que el 
lóbulo… osea que 
una “umbrela” 
sombrilla que 
amparaba el lóbulo 
fronto-temporal. Fue 
oficialmente 
identificada como un 
síndrome clínico hace 
más o menos como 
50 años.  
 
Aquí eh… bueno, las 
revisiones de la neuro 
imagen patológico y 
estudios genéticos en 
el síndrome de 
demencia. Desde la 
perspectiva de la 
neuroimagen es la 
demencia semántica 
se caracteriza por 
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significa se 
caracteriza por una 
atrofia simétrica del 
polo temporal 
anterior. Del giro 
anterior fusiforme 
eh… usualmente está 
lateralizado.  
Functional magnetic resonance 
imaging (fMRI) studies have 
revealed widespread changes in 
connectivity, implicating the 
anterior temporal regions in 
semantic deficits in SD. 
La resonancia 
magnética ha 
revelado cambios en 
la conectividad 
implicando la región 
anterior temporal con 





Task-related fMRI have also 
demonstrated the relative 
preservation of frontal and 
parietal regions alongside 
preserved memory performance. 
{Tas-relative} no sé 
qué significa, pero la 
resonancia magnética 
ha demostrado la 
preservación de la 
región parietal y 
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“performance”… 
In addition, recent longitudinal 
studies have demonstrated that, 
with disease progression, 
atrophy encroaches into the 
contralateral temporal pole and 
medial prefrontal cortices, 
which reflects emerging 
changes in behavior and social 
cognition. 
En adición, recientes 
estudios 
longitudinales han 
demostrado que esta 
la progresión de la 
enfermedad bueno la 
atrofia de como que 
avanza al lóbulo 
contra lateral, pero 
polo al lado temporal 
inmediata y la corteza 
prefrontal. Estos 
cambios son como de 
alarmas emergentes 
… no sé qué significa 
“behavior” y 
condición social.  




Notably, unlike other 
frontotemporal dementia 
subtypes, recent research has 
demonstrated strong 
clinicopathological concordance 
in SD, with TDP43 type C as 
the most common pathological 
Notablemente… 
hay… bueno, hay 
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subtype. demostrado como que 
hay otra patológica 
clínica que es 
concordante similar al 
síndrome de la 
demencia con 
“TDP43” tipo C es el 
subtipo patológico 
más común… 
Moreover, an underlying genetic 
cause appears to be relatively 
rare in SD, with the majority of 
cases having a sporadic form of 
the disease. The relatively clear 
diagnosis, clinical course, and 
pathological homogeneity of SD 
make this syndrome a 




cause} esa parte no 
(mumbling) 
 
Ah, eh… el 
diagnóstico 
relativamente claro, el 
curso clínico y la 
homogeneidad 
patológica de la 
demencia semántica 
hacen de este 
síndrome, no sé qué 
significa “promising” 
como algo como algo 
importante para la 
8  




modificaciones de la 
enfermedad.  
The development of 
neuroimaging markers of 
disease progression at the 
individual level is an important 
area of research for future 
studies to address, in order to 
assist with this endeavor.  
 
La neuroimagen 





demostrado que la 
progresión de esta 
enfermedad es un 
area importante para 
el estudio de… para 
la investigación de 
futuros estudios como 
para agregar una 
asistencia mejor a 





primary progressive aphasia, 
Frontotemporal dementia, 
Primary progressive aphasia. 
 
En las {keiwords} 
están las variantes 
semántica primaria 
progresiva que es la    
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Semantic dementia (SD), a 
progressive neurodegenerative 
disorder affecting language, was 
empirically described only 
relatively recently. In the early 
1970s, the conceptualization of 
memory into two distinct 
systems, an episodic system and 
a semantic system by Tulving 
[1], coincided with the report by 
Warrington [2] of three 
individuals who presented with 
visual object agnosia, a 
profound inability to recognize 







semántica es un 
trastorno 
neurodegenerativo 
progresivo que afecta 
el lenguaje fue como 
osea de nuevo no fue 
hace mucho eh… a 
principios de 1970. 
Como que hay dos 
sistemas de memoria, 
uno que es episódico 
y otro que es 
semántico creo que 
este fue descrito por 
“Tulving” y apoyado 
por “Warrington” que 
dice que de tres 
individuos 
presentaron agnosia 
visual de objetos y 
una, como una 
8 The student 
tried to 
understand 
what she had 
read about the 
two distinctive 
systems.  
TEACHING EXPLICIT READING STRATEGIES  66 
 
incapacidad profunda 
de reconocer e 
identificar objetos.  
In light of this new memory 
system and additional 
assessment, Warrington 
recognized that the constellation 
of symptoms of these patients 
could be conceptualized as an 
underlying loss of semantic 
memory. Since this seminal 
paper, the syndrome, which is 
characterized by circumscribed 
but profound loss of semantic 
knowledge, has been referred to 
as SD [3, 4] and, more recently, 
as semantic-variant primary 
progressive aphasia (PPA) [5]. 
En vista (mumbling) 
Warrington reconoce 
como que estos 
síntomas una 
constelación, como 
un grupo de síntomas 
de esos pacientes que 
podría ser 
conceptualizado 
como una perdida 
subyacente de la 
memoria semántica. 
Osea como que 
cogieron esos 
síntomas y los 
agruparon desde… no 
sé...  
Este síndrome el cual 
es caracterizado por 
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semántico que fue 
referido como 
demencia semántica 
ay más recientemente 
como una semántica, 
como… osea esos 
síntomas los 
recogieron y los 
denominaron afasia, 
pero esa afasia hace 
parte de una variante 
progresiva de la 
semántica.  
 
Less than 50 years later, our 
understanding of this striking 
clinical syndrome has advanced. 
In this review, we will consider 
how recent studies in imaging, 
genetics, and pathology over the 
last decade have informed our 
knowledge of SD. 
Contemporary consensus 
criteria for SD require 
individuals to first meet criteria 
Como que hace 
recientemente hace 
menos de 50 años, 
nuestros 
entendimientos de … 
no sé qué significa 
“striking” en 
esta…como que los 
estudios, las 
imágenes, los 
estudios en imágenes, 
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for PPA; i.e. the most prominent 
clinical symptom to be in the 
domain of language, and 
evidence of subsequent 
impaired activities of daily 
living. 
la patología durante la 
última década han 
informado sobre el 
conocimiento que 





el síndrome de 
demencia requieren 
que el individuo tenga 
el primer 
(indiscernible) que es 
l afasia. Los síntomas 
más el que más 
predomina en el 
dominio del lenguaje 
y la ah y como que la 
persona al pasar el 
tiempo va… como va 
que decayendo en las 
actividades diarias del 
día a día.   
Then, sub-classification as Estas Ø  
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semantic variant is based on 
impaired confrontation naming 
and single-word comprehension, 
with supportive features 
including impaired object 
knowledge, surface dyslexia or 
dysgraphia, spared repetition, 
and spared speech production. 
In a series of 100 cases all of 
whom underwent longitudinal 
follow-up, the mean age at 
presentation was 64.2 years but 
with a range of 40–79 years [6]. 
subclasificaciones de 
la variante son 





como que, en ese 
síntoma, tiene varios 
síntomas eh, hacen 
parte palabras, 
síntomas como la 




Como que la edad 
que más se presenta 
esto, en promedio es 
64.2 pero el rango 
está entre personas 
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There was a 50% survival of 
12.8 years indicating a slower 
progression than in other 
forms of frontotemporal 
dementia [6]. Studies of the 
prevalence and incidence of SD 
have been relatively limited; 
however, a recent epidemiology 
study estimated the prevalence 
of frontotemporal dementia at 
10.8/100,000, with SD 
accounting for approximately 
one-third of these cases [7] in 
line with previous estimates [8]. 
Whether this prevalence is 
similar across countries, 
however, remains to be 
examined, as most existing 
epidemiological data hail from 
European studies. 
 
Estudios de la 
prevalencia e 
incidencia del 
síndrome de la 
demencia semántica 
ha estimado la 
prevalencia de la 
demencia 
frontotemporal de 
10.8 sobre 100,000.  






Clinical presentation and 
cognitive profile 
 
 Clinically, patients with SD 
La presentación 
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show a speech profile that is 
relatively fluent but empty of 
content, producing a pattern of 
so-called logorrhea. Importantly, 
loss of semantic knowledge is 
observed irrespective of testing 
modality [9]. 
Clínicamente los 













]. Impaired word comprehension 
is a mandatory feature and 
patients demonstrate word 
alienation in that they are able to 
repeat words such as “violin” or 
“caterpillar” but have no idea of 
their meaning. This deficit 
gradually progresses from low 
frequency and less familiar 
words, such as those mentioned, 
to more common words. Adlam 
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et al. [10] demonstrated that SD 
patients are also impaired on 
nonverbal semantic matching 
tasks, tests of color knowledge, 
sound knowledge, and object-
use knowledge, which do not 
require naming or verbal 
comprehension even from an 
early stage of the disease. Such 
findings have provided evidence 
that, in SD, symptomatology 
reflects a profound and 
progressive loss of conceptual 
knowledge which is not limited 
to performance on verbal tasks 
[11]. 
There is also accompanying 
surface dyslexia: patients are 
unable to correctly pronounce 
irregular words such as pint 
which they read to rhyme with 
hint or flint. In contrast, recent 
studies have confirmed that 
episodic memory is relatively 
preserved in SD, particularly 
Patients are unable to 
correct the pronouns 
in regular words such 
as pint which they 
read to rhyme with 
hint or flint. In 
contrast, estudios 
recientes han 







vice versa.  
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when tasks with minimal 
conceptual loading are 
employed [12, 13]. 
 
episodios de memoria 
son relativamente 




cuando when tasks 
with minimal 
conceptual loading 
are employed.  
 
The intact performance on 
traditional non-conceptually 
loaded episodic memory tasks 
converges with the performance 
of SD patients on 






tasks converges with 
the performance of 










Patients typically show 
relatively preserved recollection 
of recent autobiographical 
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remote autobiographical 
memory (known as the reverse 
temporal gradient or step-
function), reflecting increased 
semanticisation of past events 
(e.g. [14–16]). This is in stark 
contrast to the compromised 
ability of SD patients to project 
forwards in time to imagine 
possible future events (e.g. 
[17]). These deficits in future-
oriented thought are attributable 
to semantic processing 
impairments, and have led to the 
advancement of the semantic 
scaffolding hypothesis which 
proposes that semantic 
knowledge is required to impart 
structure and meaning during 
the process of future simulation 
[18]. 
 
memoria de la 
autobiografía en ese 
contexto… 
 
This is in stark 
contrast to the 
compromised ability 
of SD patients to 
project forwards in 
time to {imagine} 
possible future 
{events}. Estos 
deficit son atribuidos 
a los procedimiento 
semánticos… and 
have led to the 





is required to impart 
structure and meaning 
during the process of 
future simulation 
vice versa. 
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Changes in behavior and social 
cognition are increasingly 
recognized in SD [19]. 
Clinically, SD patients often 
show mental rigidity and 
inflexible behavior. For 
example, patients may become 
obsessive in tasks they engage 
in (e.g. we have noticed patients 
spending hours completing 
jigsaw puzzles), food 
preferences (usually restricted to 
specific foods), or daily routines 
(e.g. clockwatching). In 
addition, SD patients may have 
increased apathy and changes in 
eating behavior, as well as loss 
of empathy, impaired emotion 
perception and emotional 
memories, and reduced theory 
of mind capacity [20–24]. Over 
time, many patients become 
essentially mute with only a 
limited repertoire of stereotypic 
phrases and a complete loss of 
Changes in behavior 
and social cognition 
are increasingly 
recognized in SD. 






obsessive in tasks 
they engage in (e.g. 
we have noticed 
patients spending 
hours completing 
jigsaw puzzles), food 
preferences (usually 
restricted to specific 
foods), or daily 
routines (e.g. 
clockwatching) 
In addition, SD 
patients may have 
increased apathy and 
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word comprehension. Changes 
in emotional capacity as well as 
increased rigid behaviors are 
associated with higher carer 
burden (e.g. [25]), and 
progressive behavioral changes 
and/or increasing disability 
leads to residential care in most 
cases [6] (Table 1). 
 
behavior, as well as 




and reduced theory of 
mind capacity [20–
24]. Over time, many 
patients become 
essentially mute with 
only a {limaited} 
repertoire of 
stereotypic phrases 
and a complete loss 
of word 
comprehension. 
Changes in emotional 
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disability leads to 










1. In line 2, the phrase ‘’which 
falls under the broader 
umbrella of frontotemporal 
dementia’’, suggests that 
a.  There are only a few types of 
FD. 
B. SD is not related to FD. 
c. There are many types of FD. 
d. SD is the only type of FD.  
 
The answer is “C” 
because the word 
“broader umbrella”. 
7 The student 
was able to 
select the 
correct answer 
by looking for 
key words. 
2. From the sentence in line 12 
‘’which reflects emerging 
changes in behavior and social 
cognition’’, it can be 
concluded that 
a. patients with SD have 
difficulties in behaving well as 
they don’t like socializing with 
Here it say that the 
patient has 
difficulties…I don’t 
know what is 
behavior. I think the 
answer is “b”.  





caused due to 
the lack of 
knowledge 
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other people.   
b. patients with SD have 
difficulties in explaining why 
they misbehave with other 
people. 
c. patients with SD behave well 
and understand people’s 
feelings.  
d. patients with SD are unable to 
behave well or recognize 












3. In lines 17-18, the phrase 
‘’…make this syndrome a 
promising target for novel 
disease-modifying 
interventions’’ implies that   
a. less research on SD will be 
conducted as its diagnosis and 
clinical course are already 
known.  
b. more research on SD need to 
be conducted as very little is 
known from this condition.    
c. patients with SD won’t be 
The answer is “b”. I 
understand that the 
text say se necesita 
more research.  




read from the 
text. 
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able to get new treatments as 
there isn’t enough knowledge on 
this condition.  
d. patients with this condition 
will be able to get more and 
better treatments thanks to the 
current knowledge on SD. 
 
4. It can be assumed that the 
word ‘’aphasia’’ in line 30, 
most likely means 
a. inability to understand and 
produce language. 
b. inability to swallow. 
c. inability to speak a foreign 
language.  




I know the word 
aphasia is when the 
patient has problems 
to talk. I think the 
answer is “a”.  





had seen this 
topic in the 
medicine 
program. 
5. The word ‘’impaired’’ in 





unbroken, injured es 
herido no creo, 
perfect no because 
semantic dementia is 
7 The student 
discarded 
some words 
and chose the 
one that she 




a problem. Maybe the 




6. From the sentence ‘’There 
was a 50% survival of 12.8 
years indicating a slower 
progression than in other 
forms of frontotemporal 
dementia’’ in line 40-41, it can 
be inferred that 
a. Patients with SD live longer 
than patients with other type of 
FD.  
b. Patients with SD live the 
same as patients with other type 
of FD.  
c. Patients with SD live less than 
patients with other type of FD.  
d. Patients with SD die as soon 
as the FD is diagnosed.  
 
It say “slower 
progression” in the 
question… so letter 
“a” say the patients 
live more. 
7 The student 
chose the 
correct option 
as she looked 




in the answer.  
7. From the clinical 
presentation and cognitive 
profile section, it can be 
implied that the episodic 
The answer is “a” 
because I know the 
episodic memory has 
relation with events.  
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memory allows people to 
remember 
a. who they are, personal events, 
locations etc.  
b. facts, concepts, and 
knowledge about the external 
world.  
c. how something or someone 
look like with just a second of 
observation.  
d. skills and how to do things, 
such as tying a shoelace or 
riding a bike. 
 
8. According to the cognitive 
profile passage, patients with 
SD 
a. can remember the past, but 
the present. 
b. can remember the past, but 
think about the future. 
c. can’t remember the past nor 
think about the future. 
d. can’t remember anything. 
 
I think is “b” … 
puede recorder el 
pasado pero sobre el 
futuro. No estoy 
segura. 
ø The student 
didn’t select 
the correct 
answer as the 
right answer is 
“c”.  
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9. The phrase ‘’impaired 
emotion perception’’ suggests 
that patients  
a. are unable to understand 
people’s feelings. 
b. care about people’s feelings. 
c. like making new friends. 
d. are still able to socialize. 
 
Patients sometimes 
are ‘’groseros’’, have 
problems with other 
people. I think the 
answer is “a”.  
  
10. The expression ‘’ high 
carer burden’’ most likely 
means that people who take 
care of patients 
a. get very stressed. 
b. are understanding. 
c. get very rich. 
d. are compassionate. 
 
Alto carer burden. no 
sé qué significa 
“burden”. Maybe the 
answer is “a”, the 
other answers don’t 
have relation with the 
semantic dementia. 
“burden” puede ser 
“estres”. 
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APPENDIX 11 
THIRD SAMPLE OF A CODED THINK-ALOUD PROTOCOL WITH RUBRICS 
Text taken from the Second Reading Supplement; author’s purpose 
 
Think -Aloud Results 
Text 
The Story of 
Dan & Steve 
Adapted and 
modified from 

















The story of Dan 













I can infer with 
this title is about 
two brothers or 





sentence I can 
infer that Dan is a 
brother of Steve 
and that is a 
person doesn’t 
feel fear or 
ø 4 The student 
tried to predict 
what the story 
was about. 
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 something like 








in Chile with 
only a backpack 
and a knife. Four 
years ago, he 
learnt to scuba 
dive while on an 
adventure cruise 
in Alaska. 




Well, in this 
paragraph I can 
infer that San is a 
... he likes 
adventures and 















the things Dan 
would do as a 
risk taker. 




always been like 
this. Six years 










Eh this talking 
about eh 
something finish 
the main or the 
(Indiscernible) or 
Dan is something 
that is drastic for 
him because he 
was different and 
now is like other 
person.  
 
ø  N/A 




disease, which is 
caused by a 
degeneration of 




middle age with 
In this paragraph 
can confirm that 
the disease of the 
dad of Dan 
changed the mind 
of his son and is 
the reason of Dan 
change all his 
life.  
 
The next in the 
text say… 
ø 8 & 11 The student 











Now Dan’s dad 
is still able to 




and it is difficult 
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The bad news for 








There is a 50 
percent chance 
that they also 
carry the gene. 
Because 
Huntington’s 
disease is caused 
by a dominant 
gene, if Dan and 
Steve do carry 
the gene, they 
will surely 
develop the 
disease in middle 
age. After his 
father’s 
Eh, this can say 
me that the is 
genetic is can be 
{eredi} algo así, 
no se como se 
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diagnosis, Dan 
decided to have 
his genes 
analyzed to see if 




did. When Dan 
finished school, 
he started to live 








“What do I have 
to lose”? He 
thought. Steve, 






Well, I can infer 
that Dan finished 
school of law but 
he can’t... he 
can’t continue 
laboral life 
because he know, 
he know that he 




































































Once again, the 
student made 
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to Jessica.  
 
 
He elected not to 
have his genes 
tested but to 
continue to live 
the nearly perfect 
life he and 
Jessica had 
always enjoyed. 
But then Jessica 
got pregnant. 
Jessica wanted to 
have the child, 
but not if it 
would be born 
with the gene of 
Huntington’s 
disease.   
 
 
She insisted that 
the baby’s genes 
to be tested. 
 




while Dan is a 
risk taker, he 
decide analyze 
his genes, Steve 
wants to be a 
family person 
with Jessica, but 
Jessica can’t eh... 
be the possibility 
the  her son have 
the Huntington’s 
disease and he 
want to analyze 
the gene. To 


























































on what she 


























and the baby, the 
test was negative.  
 
Most of us do not 
need to worry 
about whether 




However, as you 
flip through the 
pages of your 
family album, 






may be the most 













Bueno, in this 
paragraph it told 
me about the 
gene if I show 
about someone of 




distinctive of a 
disease or 
whatever I can 













































































TEACHING EXPLICIT READING STRATEGIES  91 
 
has {shaped} 
you, but they are 
a very small part 











The genes you 
receive from 
your parents 
influence all the 
biochemical 
reactions taking 












In this paragraph 
I can {note} that 
the gene it can be 
influenced for the 
environment and 
I can be 
susceptibility for 
many disease and 
this is important 
to know because 
for example the 
Huntington’s 
disease is very 
{devasting} and 
if you know that 
you can… eh, do 
things if you have 
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patterns, and 







genes provide the 
basic outline for 
your possibilities 
and limitations.     






The questions the 




















1. What was the 
author’s primary 
purpose for 
writing this test?  
a. to entertain us 
with the story of 
Eh I think eh 
(mumbling)  
a. no 
b. maybe, but I 
don’t think this 






Student was able 
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Dan and Steve. 
b. to persuade us 
that genetic 
testing is best. 
c. to inform us 





I choose C 
because the 
author never try 









author used.  
2. Why did the 
author start this 
text with a story? 
 
a. to tell the 
reader about her 
friends Steve and 
Dan. 
b. to get out 
attention. 
c. to make us feel 
sorry for Dan. 
 
I choose B, to 
get out attention. 
I think that the 
author don’t 
have relation 
with Dan or 
Steve, he 
invented that 
story because he 




1 The student 
made inferences, 
and identified the 
author’s 
intention.  
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3. The writer’s 
move from the 
narrative about 
Dan and Steve to 
a more 
informative text 
takes place in 
which 
paragraph? How 






I think, Bueno, I 
think that the 
third paragraph 




develop that he 
carried the 
Huntington’s 
disease and talk 
fortunately for 
Steve, Jessica, 
and the baby 
when the test 
was negative. I 




he worried for 
his eh for that no 
eh Steve.  
Ø 
 





did not select the 
right answer (C). 
4. Why did Dan 
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life of a risk 
taker? 
 
a. He felt he was 
going to die soon. 
b. He enjoyed the 
thrill of danger. 
c. He didn’t want 






5. Steve did not 






a. was already 
leading a happy 
life. 
b. didn’t care. 
Huntington’s 
disease is a 
serious 
degeneration 
effect is most eh 
probably that 
you die soon.  
b.  











I guess he didn’t 
want to test the 
genes because he 
was happy with 











































disease is a very 



















relied on what 
she had read 
before in the 
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c. knew he was 
going to die 
sometime. 
text.   
6. Steve and 
Jessica decided 
to test the genes 
of their unborn 
child because 
they _______. 
a. were looking 
for a cure for 
Steve’s father. 
b. didn’t want 
their child to have 
Huntington’s 
disease. 
c. wanted to have 
a perfect child.  
 
The answer is b, 
Jessica didn’t 




disease is very 
serious disease.  
Ø 
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Denotations 
Words in italics Words spoken in Spanish 
{} Wrong pronunciation 
words in script Textual parts of the reading 
... Pause 
(mumbling) Sounds of mumbling 
(Indiscernible) Utterances that are not understandable 
 
 
Code Strategies for Identifying Author’s purpose  
1 Look for key words (author’s purpose, reason why, the 
passage can be best described as etc.) that identify the 
question as an author’s purpose question.  
 
2 Author’s purpose answer options often incorporate the 
following vocabulary words: Analyze, compare, contrast, 
critique, evaluate, examine, investigate, characterize, 
define, depict, describe, explain, identify, introduce, 
narrate, recount, summarize, acknowledge. Advocate, 
assert, promote, propose, support, condemn, criticize, 
oppose.  
3 Read the passage and make notes. Once you’ve identified 
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the question as an author’s purpose question, read the 
passage, making note as you read.  
 
4 Consider the vocabulary of your answer options. Is the 
author really analyzing something, or is she describing it? 
Use your knowledge of key vocabulary words to eliminate 
wrong answers and identify the better answer.  
 
ø No strategies used 
Code 
 
Strategies for making inferences  
1 Identify the purpose for reading the text. 
2 Recognize the type of text. 
 
3 Draw on your background knowledge while you read. 
 
4 Make predictions as you read. 
 
5 Retell/summarize what you have understood 
 
6 Ask yourself Wh questions about the text (when, why, 
who, how etc.) 
 
7 Look for key words. 
8 Check on your own understanding. 
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9 Try to guess the meaning of unknown words. 
 
10 Try to understand what the local cohesive devices refer to 
(pronouns, connectives etc.) 
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